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ABSTRACT
Scholastic Achievement and Personal Characteristics of
Adolescent Boys from Lower Social Class Families
September 1 , 1978
George F. Strutt, Jr., B.A., Franklin and Marshall College
M.S., University of Massachusetts
Ph.D., University of Massachusetts
Directed by: Professor Norman F. Watt
The study of invulverable children, those who defy risks
associated with deviant psychological outcomes to emerge healthy
and competent, is important for what it may disclose about prevention
and treatment of mental disorder. This study represents one approach
to investigating such children. The choice of dependent variables
sought to define the sources of strength of lower class high
achievers and the extent of their life change stress.
Twenty-four high- and 24 low-achieving adolescent boys, most
of them upper-lower class, from a large junior high school in
southern Vermont, were compared with respect to twelve dimensions of
interpersonal style, di s tract i bi 1 ity, participation in community
organizations and life change.
Interpersonal style ratings were made by three teachers using an
adapted Lorr and Youniss Interpersonal Style Inventory. Distractibil ity
was measured with the speeded classification task of Strutt et al
.
,
while participation in community organizations was determined by the
students' self-reports. Finally, the amount of life change both in
viii
the past three years and over the entire life span was assessed in
a structured interview using the Social Readjustment Rating Scale
of Coddington.
T-tests confirmed hypotheses that high achievers were signifcantly
more deliberate, tolerant, socially trusting, principled, and effective
in mobilizing adults' help. They were also rated as significantly more
nurturant, more directive, and less attention-seeking than low achiever
Contrary to expectation, the group did not differ in independence nor
frequency of consulting adults. Two considerations about teachers'
ratings qualify these results: low interjudge reliability, shown by
interclass correlation coefficients; and poor discriminant validity,
shown by heterotrait correlations. It appeared that socially desir-
able ratings were more consistently assigned to high achievers. How-
ever, independent evidence recently reported by Shay clearly supports
the convergent validity of composite teachers' ratings despite "halo"
and "devil" effects. It can thus be inferred that the favorable
general characterization of the high achievers is valid.
Contrary to expectation, the groups did not differ in their
distractibil ity nor in participation in community organizations.
As predicted, high achievers showed a trend toward having
experienced fewer 1 ife changes than low achievers, especially over
their whole lives. Moreover, both recently and over their life
spans, high achievers showed a trend toward having experienced
fewer of the serious life changes and fewer of those typical of
disorganized homes. While these results implicate family disorgani-
zation in producing school failure, they do not preclude finding
patterns of "invulnerability" in lower class high achievers.
This study demonstrates wide variability within a relatively
narrow band of the social class spectrum. In particular, it
provides marginal support for the inference that psychological
development in children is oppressed more by disorganization and
conflict in the family than by socioeconomic deprivation per se.
The findings highlight the imprecision of using broad demographic
data to measure social class and suggest the need for considerable
refinement in our understanding of social stratification.
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CHAPTER I
INTRODUCTION
This study of the characteristics of high and low achievers from
lower class backgrounds represents one approach to investigating what
Garmezy (1971, 1974) called the "invulnerable child". In general, in-
vulnerable children are those who emerge healthy and competent even
though they have lived under conditions associated with deviant psych-
ological outcomes. Of the few systematic investigations of such chil-
dren, most have concerned competent, academic high achievers from poor
inner-city environemnts
.
This study continues the development of this
literature and seeks to develop hypotheses useful for the study of
children invulnerable to other risk-defining circumstances.
Invulnerability
Invulnerable children seem impervious to the multitude of risks to
which they are exposed. Because of unknown strengths, they elude the
debilitations usual to those risks. This broad definition of invulnera-
bility implies two components, each of which raises theoretical and
methodological problems.
The first concerns the conceptualization of "high risk": the
development of a scheme by which to identify, quantify and interrelate
those factors contributing to greater probabilities of deviant behav-
ior! outcome. Many investigations have sought to isolate and relate
specific pathogenic and eugenic physiological and/or environmental
factors, or patterns of factors, to specific behavioral outcomes.
Retrospective studies, whether case reports or more systematic
investigations of larger samples, have shown beyond dispute that parti-
cular life stresses, deprivations and traumata precede psychiatric ill-
nesses and impaired development. For example, maternal deprivation,
early neglect, family disruption, separation from significant others, and
punitive child-rearing practices-among other factors-occur frequently
in the histories of disordered adults (Escalona, 1974). Retrospective
studies have been criticised on several grounds (e.g., Freud, 1920;
Garmezy, 1971; Haggard et al_.
, 1960); and, as will be discussed later,
the risk factors discovered in retrospective studies fare relatively
poorly in prospective studies.
The second problematic component of invulnerability lies, in its
broadest aspect, in defining mental health. As applies to invulnerabili-
ty, it has usually concerned adaptation (e.g., Haggard, 1974), active mas-
tery (Murphy, 1974), or—most frequently— "competence"
. Anthony (1974,
p. 536) argued that competence is a "concept whose meaning is often dif-
fused beyond usefulness"; "exact operational definitions are difficult
to construct". Nevertheless, numerous investigators have tried to define
and measure the dimensions of competence, to understand their interrela-
tionship, development and sensitivity to environmental intervention.
Complex tests and standards which evaluate competence have been developed
primarily for preschool age children, those in a time of life characterized
by numerous maturational and developmental landmarks which are easy to
assess (Banta, 1970; Doll, 1936; White and Watts, 1973). Though compe-
tence in school-age children, adolescents and adults has not been nearly
so well conceptualized and researched, efforts in this direction have begun
(Farber, 1962; Foote and Cottrell
,
1955; Garmezy, 1974; Getzels and
3Jackson, 1962; Phillips, 1968; White, 1959, 1960).
The issue of the continuity of competence has been raised re-
peatedly and not well resolved. Furthermore, with respect to invul-
nerability, it remains an open question whether competence insures
survival against many different kinds of stress and outcomes (Koupernik,
1974). An excellent review of the multifold difficulties of defining
competence has been written by Anderson and Messick (1973).
Despite these difficulties, it appears clear that invulnerable
individuals do exist, at least those who resist the broadly-defined
risk factors that seem to promote most mental illnesses. While occa-
sional descriptions in the clinical literature support this assertion,
no definitive empirical literature exists concerning invulnerability
within any population at high risk for any mental disorder (Garmezy,
personal communication). Little is known about how invulnerable
children adapt and survive. However, knowledge of these "natural"
processes might provide valuable information about sources of vulner-
ability and suggest ways to prevent and treat social and personal
inadequacy (Anthony, 1974; Garmezy, 1971; Mackler, 1965; Watt, 1974).
An example
.
Before attempting to define invulnerability
further, it is helpful to consider a specific case. The following
account, taken from the clinical records of Fraiberg (1959), aptly
exemplifies the phenomenon of invulnerability.
The staff of the child guidance clinic met to consider the
case of Eddie, a ten-year-old boy referred because of repeated
truancy from school. His scholastic record was good, his intelligence
at least normal , his attitudes toward teachers and classmates friendly,
his conduct irreproachable. He had never been involved in delinquent
acts and had no manifest neurotic symptoms. When asked why he was
skipping school, Eddie explained that his father was frequently out of
work and sometimes drunk. He would stay home to care for his father;
or else, because there was no money for food, find odd jobs in the
neighborhood. Eddie was the youngest of eight and the only one living
at home. The four oldest all had police records extending back to
childhood and two brothers and one sister were in institutions for the
feeble-minded. Likewise, the mother had been committed two years
earlier to an "institution for low-grade mental defectives". Eddie
spoke affectionately of his mother but the clinicians wondered about
the quality of this attachment to a mother who had reared seven
deficient, delinquent, incompetent children. Eddie claimed no love
for his father, a "silent, detached, empty man, ... a brutal drunkard
/with/ no human ties /who/ depended on his wife in a simple and
primitive way". Fraiberg writes:
It was improbable, it was incredible, but we had to believe
that this poor, feeble-minded mother who had raised seven
children to disgrace the community had also raised one
child who possessed at the age of ten some admirable
human qualities. He was intelligent, he had meaningful
human attachments, he had a conscience, he had astonishing
resourcefulness, and a drive to survive that had overcome
the most formidable obstacles of his home and community,
(p. 290-291)
Clearly, though Eddie is an exception to the rule, he is an
interesting, important exception. Furthermore, there are other
Eddies--identifiable people who can serve as sources for much informa-
tion about coping with some of life's greatest difficulties.
The record of prospective research
. Isolated cases are not the
only support for a concept of invulnerability. Other exceptions come
to light as a growing number of prospective studies fail to accurately
predict psychopathology from known risk factors.
For example, prolonged maternal separation, especially if prior
to 2 years of age, has often been found to have massive deleterious
consequences for a child (e.g., Bowlby, 1952). However, follow-up
studies seven to fifteen years after the separation have reported few
differences between the separated children and normal control groups
(e.g., Bowl by et al_.
, 1956; Beres and Obers, 1950; Flint, 1973).
Bowlby etal_. (1956) concluded one study by asserting:
Outcome is immensely varied, and of those who are damaged
only a small minority develop those very serious disabilities
of personality which first drew attention to the pathogenic
nature of the experience, (p. 240)
A second example is the risk associated with the presence of
schizophrenia in one or both parents. While 1-3% of a random sample
of children will later be hospitalized for schizophrenia, (Yolles and
Kramer, 1969), the occurrence of one schizophrenic parent increases
this probability to 10 - 15% (Mednick, 1970; Mednick and Schul singer,
1968; Rosenthal et al_.
, 1968). Furthermore, an additional 35% will
likely manifest some form of deviant behavior. However, 50% will be
functioning adequately. Heston and Denny (1968) added a "strong
impression" that there is "more variability of personality and behavior"
in the offspring of schizophrenics than in the normal control group.
Karlsson (1966) went so far as to wonder if some highly creative
individuals might not be nonpenetrant schizophrenics. Ricks (1974)
6concl uded:
It would be especially interesting to discover any environ-
mental influences common to "highest risk" children whodid not become schizophrenic... Birch /Herbert G. Birch/
said that he was obsessed with one issue: — not all
~
children at risk turn out badly... Why? This sounds like
one of the healthiest obsessions available, (p. 357)
'
Escalona (1974) emphasized that the "poor record of prospective
studies" is not confined to investigations of environmental risks
to psychiatric status. For example, paranatal complications, pre-
maturity and minor neurological deviations are widely recognized as
risks to normal development. Some studies, however, reported quite
diverse outcomes (e.g., Sameroff and Chandler, 1974). These examples
support what Garrnezy (1974) described as:
... the inescapable conclusion, atypical for a psychopathol -
ogist, that whatever etiological model for severe mental
disorder one espouses, more children, if followed into
adulthood, are likely to escape our dire predictions than
will fall victim to them. (p. 78)
Garrnezy also emphasized that programs of primary prevention
designed to reduce these risks are founded more often on values than
on facts.
Critique of invulnerability
. Objections have arisen to whether
a concept such as invulnerability is necessary (Koupernik, 1974). It
is argued that no concept is necessary to demonstrate or further
explain the poor predictive efficiency of risk-defining variables.
Furthermore, it is reasonable to assume that every person has a
point of risk beyond which his performance deteriorates. While some
may be relatively more vulnerable, no one is absolutely invulnerable.
7The most compelling reason for maintaining and elaborating the
concept of invulnerability is to orient clinical research and practice
to the sources of strength with which people confront life's diffi-
culties. Murphy (1962) put this emphasis in perspective this way:
It is something of a paradox that a nation which has
exulted in its rapid expansion and its scientific-
technological achievements, should have developed in its
studies of childhood so vast a "problem" literature:
a literature often expressing adjustment difficulties,
social failures, blocked potentialities and defeat...
In applying clinical ways of thinking formulated out of
experience with broken adults, we were slow to see how
the language of adequacy to meet life's challenges could
become the subject matter of psychological science. Thus
there are thousands of studies of maladjustment for each
one that deals directly with the ways of managing life's
problems with personal strength and adequacy. The language
of problems, difficulties, inadequacies, of antisocial or
delinquent conduct, or of ambivalence and anxiety is
familiar. We know that there are devices for correcting,
bypassing, or overcoming threats, but for the most part
these have not been directly studied, (p. 2)
An orientation toward strength helps repudiate the medical
model's emphasis on disease and the primarily tragic psycho-analytic
"vision of reality" (Schaefer, 1970). By turning inquiry toward the
study of normality in all its varieties, it sets the stage for a
broader contribution by psychologists to understanding and alleviating
human inadequacy. Ricks (1974, p. 335) particularly emphasized that
"there are more varieties of normality than of psychopathology"
.
Finally, by promoting mental health as well as preventing disorder,
this orientation may lead to relief for those who would otherwise
suffer the multifold tragedy of psychopathology.
One approach to invulnerability . As noted earlier, no definitive
literature exists which describes individuals invulnerable to any of
9the risk factors related to psychopathol ogy . Research which has come
closest to studying invulnerable children has used academic achievement
as the criterion of competence, and economic disadvantage as the
criterion of risk; that is, very limited criteria. While economic
disadvantage is a grossly defined, complex phenomenon, academic
achievement is considerably more narrow than proposed criteria for
competence (Garmezy, 1974; Getzels and Jackson, 1962; Phillips, 1968;
White, 1959, 1960). Nevertheless, the data from this research does
sharpen the concept of invulnerability, suggest hypotheses, and
stimulate further research.
Economic Disadvantage and Achievement
Poverty profile
.
Our society hides poverty, treating it almost
as a crime. There are few beggars; millions of relatively affluent
Americans comfort themselves with such opinions as "If I can make it,
anybody can", and "Why should my taxes go to the lazy bums that don't
want to work?" The poor are hidden in urban ghettos and rural areas,
and are less visible now than in the 1960s, victims of racial pre-
judice, political powerlessness, self-doubt, and self-hatred. In
1974 the poor were 24.3 million persons, eight million of whom were
children under 18 years (U.S. Census Bureau, 1974). These people
fell below the accepted poverty standard; hence, by definition,
lacked adequate food, housing, clothing, medical care and other
necessities of life. Fifty percent of all poor families fell at
least $1,500 below the poverty standard for their family size
(e.g., $5,038 for a family of four). Fifty-six percent of all the
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poor were white; nearly 40% lived in rural areas. In 1974 the United
States and Canada produced nearly 90% of the world's food supply.
In that same year approximatley 10 million Americans went to bed
hungry every night; 25 million suffered from malnutrition (Procopio
and Parella, 1976).
Economic disadvantage as risk. There is little doubt that economic
disadvantage is a legitimate risk factor associated with developmental
disability and psychopathology
.
Much research in the 1950s and 1960s
clearly documented the association of lower socio-economic status with
numerous social problems of national concern—crime and delinquency,
mental disorder, drug abuse, academic underachievement
, unemployment,
illiteracy and infant mortality. An enormous literature developed
which described a wide range of cultural, social, and psychological
deficits believed to be antecedents of later social deviance. Con-
sidered lacking many of the "advantages" of middle class children and
exposed to multifaceted stressful circumstances, lower class children
are generally thought to be "vulnerable" and "at high risk" for later
social disability.
A wide range of studies using different populations, measures of
cognitive development and criteria of academic achievement support
beyond dispute that social class differences in these matters do exist
(Bernstein, 1961; Davis, 1950; M. Deutsch, 1963, 1965; Deutsch and
Brown, 1964; Eells et al_.
,
1951; Havighurst, 1964; Hoi 1 ingshead, 1949;
John, 1963; Johnson, 1975; Karp and Si gel
,
1965; Kennedy et_ al_.
,
1963;
Lesser, 1964; Ramsoy, 1961; Wilson, 1963). Economically disadvantaged
youngsters are ill-equipped to cope with the average first grade
11
curriculum. With due respect to the arguments of Labov (1970) con-
cerning non-standard English as a coherent system for communication,
the overwhelming preponderance of the data shows nevertheless that
the language development of disadvantaged youngsters is poor, as is
their skill in auditory and visual discrimination. The scholastic
achievement levels of these youngsters is retarded an average of two
years by grade six, and almost three years by grade eight ("cumulative
deficit"). Compared to middle class youngsters, those in the lower
class are more likely to drop out of school before completeing a high
school education and less likely to attend college, even if they have
the ability to do so. Furthermore, children in rural areas do less
well than those in urban areas (Edington, 1971); that is, they complete
fewer years in school, less frequently attend college, score lower
on achievement tests and generally have lower, less varied occupational
aspirations
.
Government programs and private foundations have vigorously
supported efforts to ameliorate the effects of poverty, and a wealth
of information has been gathered concerning socially deviant and
academically underachieving lower class people. However, as with
the other risk-defining variables, this emphasis has obscured the
fact that most persons from such backgrounds do not manifest marked-
ly incompetent behavior. Most children resist the pressures toward
major inadequacy and maladjustment, in some cases to the point of
seeming virtually immune to them (Konopka and Wallinga, 1964).
Furthermore, numerous voices have been raised to point out that
youngsters do exist who do not fit the generalization that lower
class means low scholastic achievement (Buck, 1970; Cardinali, 1977;
Ginsburg, 1972; Y. Goodman, 1971; Greenberg et aL
, 1972; Gross,
1959; Hendrix and Dolecki, 1973; Jones, 1972; Shipman, 1976;
Shipman et a]_.
,
1976). Writing of the "myth of cultural deprivation"
Mackler and Giddings (1965) pointed out:
Given equally severe, incapacitating external forces, all
children do not fail. Individuals can and do succeed
academically, economically, socially, and personally.
Certainly, there is a preponderance of failing response
patterns; still, a theory of deprivation—material
,
cultural or sensory—must be broad enough to conceptual-
ize more than one type of reaction, (p. 610)
Garmezy (1971) rightly asserted that it is demeaning to suggest
that all persons reared in slum environments will inevitably be
resigned and confined to those conditions. To do so ignores our
history as a nation built by a succession of impecunious immigrants,
most of whom moved up into greater affluence without incurring sub-
stantial psychopathology (McClelland et al_.
, 1958; Warner and Srole,
1945). Furthermore, Rosen (1959) showed that various ethnic groups
differ significantly in their achievement motivation, value orienta-
tions, and educational-vocational aspirations.
The research literature supports the conclusion that, at best,
economic disadvantage as a risk factor is statistical and not case-
specific. In a 30-year follow-up study of children treated at a
guidance clinic, Robins (1968) used as controls a group of children
who had grown up in the same lower class neighborhoods as the
experimental subjects. A few criteria defined the control subjects:
13
they had never been seen in a psychiatric clinic, repeated a full
year of elementary school, been recorded truant, been expelled from
school, nor been in a correctional institution. Evaluated thirty
years later, the control subjects were found to be "extraordinarily
well adjusted". Some 60 percent had moved to the suburbs; many were
high school graduate with good jobs. They were stable citizens
with no more divorces among them than the national average, and no
more difficulties of any kind than had the select group of gifted
children followed by Terman (Terman and Oden, 1974). Though social
class ger se_ proved a poor predictor of both antisocial patterns in
adulthood and the quality of job performance, it did predict the
overall job and education level. Escalona (1974) summed up the
knowledge of the risk of poverty thus:
No one has yet succeeded in predicting which individuals
among the high risk population defined by low socio-
economic status will show deviant developmental outcome,
and which individuals will survive intact. Much less can
we predict the kind or the severity of later pathology
for individuals in such a population, (p. 37)
Achievement
. Achievement behavior is a complex, frequently
studied phenomenon. This is not surprising. The American culture
places special emphasis on personal competition and achievement,
an observation as old as Tocqueville, manifested as recently as
the post-Sputnik regearing of American education. Furthermore,
neither is the emphasis on achievement in school surprising. The
school is responsible for the transmission of much of the knowledge
and many of the cognitive skills necessary for successful adult
functioning. In a nation oriented to nurture more than to nature,
14
the school has long been considered a critical stepping stone in the
path of social mobility. As Bower (1969, p. 3) stated it: "Failure
to function in school is not tantamount to failure in life, but it
comes perilously close in this day and age".
Three general perspectives have historically been applied
to achievement behavior (Rosen et al_.
, 1969). The earliest was the
moralistic perspective, the view which related achievement to
particular character traits. Honesty, thrift, sobriety, determinati
"early to bed, early to rise"-- and many others were taken to be the
ingredients leading to achievement and success.
From a second perspective, influenced considerably by the impact
of Social Darwinism, achievement was related to native talent, further
refined as intelligence. This view was promoted by the shift toward
compulsory public education in graded steps and— for many reasons—
the need for standardized tests of mental ability.
The third and most recent approach to achievement has emphasized
interacting multi-dimensional factors of personality and social struc-
ture. As early as the beginning of the twentieth century, the work
of Narziss Ach and Kurt Lewin began to conceptualize and measure
achievement motivation. The work of McClelland and Atkinson repre-
sented a breakthrough in the conceptualization and measurement of
achievement motivation, while the efforts of both psychologists and
sociologists complicated further knowledge of the factors influencing
achievement. From the personality-social structure interaction per-
spective, academic achievement is not simply the result of specific
on--
15
character traits or of high IQ, but more broadly of a complex of
interrelating factors. From this viewpoint:
School achievement... can be closely linked to the child's
psychic organization, to the psychic organization of his
parents, to the structure of the family relationships
to the social-cultural status of the family, and to the'
structure of the school. (Chiland, 1974, p. 24)
This dissertation assumes that perspective.
Achievement and invulnerability
. It might be argued that
because a narrow range of cognitive skills reflecting intelligence
determine success in school, the study of academic achievement can
have little bearing on the subject of invulnerability. Furthermore,
numerous studies have shown that academic achievement level is a
relatively stable phenomenon (Peterson and Kellam, 1977). It cannot
be denied that one factor influencing school schievement is earlier
achievement, which itself probably reflects some component of
inherited ability setting broad limits around achievement potential
(Scarr-Salapatek, 1975). However, most research data also support
the conclusion that only about one-half of the variability in
academic achievement is accountable to intellective factors (Kahn,
1965; Lavin, 1969; Thompson, 1976). Furthermore, a wealth of
evidence shows that intellective measures predict academic achievement
more poorly in lower class than middle class youngsters, and more
poorly later than earlier in a school career (Chiland, 1974; Woloshin,
1974). The prediction of academic achievement involves a host of
variables with as yet undetermined weight, variables which may
suggest much about the genesis and maintenance of invulnerability.
16
Multifile determinants of achievement
. Achievement status has
been significantly correlated with many variables related to both
the individual and his environment. No single variable appears to
determine achievement behavior by itself. Furthermore, individuals,
their families, their schools, and their wider environments all change,
with corresponding changes in the nature of their interactions.
Shipman (1976) sums up this view by asserting:
Finally, in reviewing the information gathered, one
becomes acutely aware of the multiplicity of positive
and negative factors for these children in these extreme
achievement categories. Thus, it is not a particular
parent, teacher, or child attitude, attribute, or
behavior, or a particular social setting, but the
cumulative effects of their multiple interactions.
Moreover, for different children, different clusters of
variables appear to be differentially effective,
suggesting the need for multidimensional assessment
of individuals and their environments, (p. 50-51)
Shipman 's comments make clear the need to consider carefully
the subjects involved in any study of achievement. For example, the
sex of subjects has been found to produce differences in the varia-
bles which affect achievement behavior (Hollis and Woods, 1975;
Lane, 1973; Peterson and Kellam, 1977; Seashore, 1962; Silverman
and Silverman, 1973). The subjects of this dissertation are all
boys.
Age is another important factor. Life stages involve different
changes, conflicts, stresses and sensitivities to environmental
influence. Because this is especially true of adolescents, the
subjects of this study, it will be helpful to discuss some of the
characteristics which highlight this stage.
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Adolescence
.
From an ego psychoanalytic perspective, adolescence
is dominated by two developmental problems; control of newly awakened
instinctual impulses, and the establishment of a coherent identity
sense, a process which promotes significant struggles over dependence
and independence. In sum, current developmental theory emphasizes
the developmental tasks of ego control and self-definition.
The ego is conceptualized as that portion of the personality
which "keeps tuned to the reality of the historical day, testing per-
ceptions, selecting memories, governing action, and otherwise integrat-
ing the individual's capacities of orientation and planning"
(Erikson, 1963, p. 193). Erikson (in Winder, 1974) writes:
Ego identity
... is a psychological process reflecting social
processes.
. .it meets its crisis in adolescence, but has grown
throughout childhood and continued to re-emerge in the crises
of later years. The overriding meaning of it all, then, is
the creation of a sense of sameness, a unity of personality
now felt by the individual and recognized by others as having
consistency in time. (p. 91)
In another place, Erikson (1963) speaks of ego identity as
the accrued experience of the ego's ability to integrate all
identifications with the vicissitudes of the libido, with
the aptitudes developed out of endowment, and with the oppor-
tunities offered in social roles ... The sense of ego identi-
ty, then, is the accrued confidence that the inner sameness
and continuity prepared in the past are matched by the
sameness and continuity of one's meaning for others, (p. 261)
Importantly, a relative slump in academic performance is a
common phenomenon among junior high school students (Winder, 1974).
Adolescents may be taxing their academic pursuits to expend energy
reestablishing control over increased instinctual impulses and
resolving conflicts regarding ego identity and role confusion
(Freud, 1966; Winder, 1974). For this reason it is assumed that
marked difficulties in controlling these instinctual forces and in
resolving conflicts between ego identity and role confusion will be
reflected in poor academic achievement. This may not be true in all
cases. Those who achieve at the highest levels may not be those who
most quickly and effectively control impulses and resolve ego iden-
tity conflicts. Indeed, they may temporarily be avoiding confronta-
tion with those tasks. However, high achievers in this situation
are probably more the exception than the rule (Passow et ah, 1955).
The psychology of adolescence until recently has been domin-
ated by observations and theories of pathological adolescent devel-
opment. It is assumed that adolescence is a tumultuous, chaotic
time involving a major reworking of personality dynamics. However,
some intensive studies of normal adolescents (e.g., Douvan and
Adelson, 1966; Offer, 1969) present a much different picture, a
relatively placid scene lacking the intensive preoccupation with
the control of drives. Josselson (1975) concludes that:
To date, little has been done to explicate different
pathways through "normal adolescence" or to find a
viable classification for distinct normal developmental
types, (p. 56)
Achievement and the middle class. The overwhelming prepon-
derance of the data concerning achievement behavior has been
collected through the study of middle class children. In addition,
there exists a substantial literature comparing lower class to
middle class students. So much of the data has come from the study
of middle class children, however, that in 1962 Riessman concluded
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that, "A review of the literature shows that very little is really
known about the attainment of academic success among disadvantaged
youngsters" (p. 611). The state of this knowledge has been re-
iterated more recently by Greenberg et al_. (1972) and Shipman (1976).
The present investigation is a study of high and low achieving
early adolescents from a rural lower class background. Statistically,
these youngsters are at risk on several scores: besides being from
the lower class, they also suffer the relative geographic isolation
of the rural poor at a time of life which may involve a major
dynamic reshuffling of the personality. Four broad questions are
addressed: whether high and low achieving teenagers from lower class
backgrounds differ in any dimensions of interpersonal style, whether
high achievers are less distractible by irrelevant information in
a perceptual field, whether they have experienced fewer life changes,
and whether they more frequently make use of community organizations.
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CHAPTER II
RATIONALE
Most of our knowledge about academic high achievers from lower
class backgrounds derives from studies of elementary school children
(Davidson etai., 1966; Greenberg, 1967; Giddings, 1965; Greenberg
and Davidson, 1972; Guttentag, 1972; Hirsch and Costello, 1967;
Hirsch et al., 1965; Mackler, 1965; Meyers, 1967; Rankin, 1967;
Shipman, 1976; Shipman et al.
, 1976; Slaughter, 1975; Sommerville,
1970; Solomon et al_.
, 1968, 1972; and Tyron et a]_.
, 1973).
Other studies involve junior and senior high school students,
most often Negro (Buck, 1970; Coffin et al_.
, 1971, Epps, 1966;
Joyce, 1970; Peterson and Kellam, 1977; and Pruitt, 1972).
Interpersonal Style and Ego Functioning
The success or failure of mental health specialists in schools
is significantly determined by a student's ability to form meaning-
ful interpersonal relationships. Underachieving students are often
"unreachable" largely because of their poor capabilities to form
and maintain relationships. Hirsch and his colleagues at the
Institute for Juvenile Research in Chicago combined intensive and
extensive investigations into perhaps the most thorough study
extant of high and low achievers from economically disadvantaged
backgrounds. These investigators found not cognitive or emotional
factors, but rather the quality of interpersonal relationships
and level of self-appraisal to be the most important factors
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distinguishing high and low achievers.
How a child confronts and responds to other people reflects,
but is not wholly determined by, his overall ego functioning. From
this perspective, interpersonal competence cannot be summarized
simply in a list of social skills. Foote and Cottrell (1955) believe
that social competence comprises six general features: health,
intelligence, empathy, autonomy, judgement and creativity. Inter-
personal style differences between high and low achievers are founded
in many aspects of ego functioning which differentiate the groups.
Self
-appraisal. For example, high achievers evince signifi-
cantly more positive self-concepts and higher self-esteem than do
low achievers. This has been confirmed repeatedly using a variety
of measures with children in the middle, working, and lower classes
(Bledsoe, 1964; Davidson and Greenberg, 1967; Frerichs, 1971; Goergi
,
1972; J. Goodman, 1971; Green and Farquhar, 1965; Hirsch and
Costello, 1967; Joyce, 1970; Meyers, 1967; Piers and Harris, 1964;
Sommerville, 1970). In particular, high achievers feel that they
are more academically, socially and personally competent than do
low achievers. However, for non-intellectual competence--such as
in artistic expression, sports and manual work— no significant
differences in self-appraisal emerge (Davidson and Greenberg, 1967).
Nevertheless, in one study of white male seventh graders, J.
Goodman (1971) found that the self-concept variable was a more
powerful predictor of achievement test scores than was social
class (middle vs. lower). Several excellent reviews of this
22
literature are available (West and Fish, 1973; Woloshin, 1974), each
concluding that a significant positive correlation exists among
self-esteem, many aspects of self-concept, and achievement. However,
the evidence cannot support causal conclusions.
Along with their better self-concepts, high achieving lower
class youngsters show greater belief in self-responsibility (Buck,
1970), have more solid sense of self-definition (Hirsch and Costello,
1967), are more optimistic, and have higher occupational aspirations
(Davidson and Greenberg, 1967). Achieving children demonstrate
greater self-perception, recognize their needs to a greater extent,
and have parents who are more aware of their children as individuals
with their own particular needs (Davidson and Greenberg, 1967).
Related to their general sense of personal competence Black high
achievers demonstrate significantly less anti-White racial feeling
than do Black underachievers (Meyers, 1967).
Impul se control
. Numerous lines of evidence suggest that
high achievers act with more reflectiveness and internalized con-
trol. For example, high achievers do not answer impossible questions,
and more often choose neutral positions when expressing judgements
(Davidson and Greenberg, 1967; Greenberg et a]_.
,
1972; Joyce, 1970;
Meyers, 1967). On projective tests high achievers appear careful,
prudent and deliberate, especially in cognitive behavior (Davidson
et al_.
, 1966). Furthermore, they tend to be better organized in
their approach to learning tasks (Hirsch and Costello, 1967).
Within the past fifteen years a large literature has developed
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that investigates the concept of (internal vs. external) locus of
control. While someone with an internal locus of control feels
capable of affecting his environment, one with an external locus of
control experiences himself as the victim of environmental events.
A number of studies have shown that an internal locus of control is
related to cognitive styles and dispositions helpful in learning
and performing; for examples, the tendency to seek and use informa-
tion (Phares, 1969), and persistence on difficult intellectual tasks
(Crandall, 1970, cited in Stephens, 1972). Children with internal
locus of control tend to be higher academic achievers (Buck, 1970;
Butterfield, 1964; Coleman et al_.
, 1966; Gurin et al_.
, 1969;
Guttentag, 1972). Furthermore, locus of control predicts school
success better in lower than in middle class students (Coleman et
a]_.
,
1966; Epps, 1969). Gurin and his associates (1969) have se-
gregated the personal control and ideological control items on the
Rotter IE scale to show that high achievers scored external, low
achievers internal, on ideological control. Thus, for ideological
events such as racial discrimination, high achievers tended to
blame the system while low achievers blamed themselves. It must
be added that the locus of control literature is complex and a
few negative findings have been reported (e.g., Pruitt, 1972).
Bartel (1970) showed that the relationship of I-E to achievement
may be quite unstable for lower class students, depending upon
individual children's capabilities and what internally controlled
behavior has been expected of them in the past.
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Emotional heaUh. On the whole, high achievers exhibit better
emotional health than do low achievers. They have lower needs for
aggression (Joyce, 1970) and more effectively control anxious and
hostile feelings (Davidson and Greenberg, 1967). High achievers
display significantly less manifest anxiety (Sinha, 1972), while
more frequently using intellectual ized defenses such as rationaliza-
tion, obsessive-compulsive reactions, and denial. A literature
related to the study of high and low achievement concerns the charac-
teristics of socially mobile individuals. Douvan and Adelson (1958)
studied the psychodynamics of social mobility in adolescent boys.
Though most of the boys were from working class families, no signi-
ficant class differences were found. While no specific measures of
academic achievement were reported, upwardly mobile boys appeared to
be more facile verbally than were stable or downwardly mobile boys.
The authors reported data suggesting that upwardly mobile boys had
less energy tied to the resolution of conflicts, more energy avail-
able for successful work and play, and, therefore, following
Fenichel (1951), greater ego autonomy and ego strength.
It would be misleading, however, to end this section without
mentioning a more sobering, and perhaps realistic, finding. Studies
of severely disadvantaged youths from large inner-city areas have
reported indications of poor emotional health, regardless of
achievement status. For example, Davidson and Greenberg' s (1967)
subjects were fifth grade Black boys and girls from Chicago ghetto
areas, 80 high and 80 low achievers. Although the high achievers
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scored higher for overall emotional health, psychologists who
all these children independently made spontaneous comments such
the following:
saw
as
From children in both groups there emerged an impression
of pervasive anxiety and insecurity. There was also
'
present a sense of struggling to meet expectations so
overwhelming that it often became crippling Many
children seemed to suffer from a kind of depression-
they were not childlike in their behavior, not laughing
and talking freely as is characteristic of young children.Their self-esteem seemed impaired and, though they accepted
without question the standards that had been set up for
them, they did not see the world as a good and reliable
place. (Davidson and Greenberg, 1967, p. 74)
Interpersonal competence
. Clinical impressions as well as
research data reported in a number of studies demonstrate the
comfortable, warm and effective interpersonal relationships of
high achieving students, compared with those of their low achieving
counterparts. Achievers elicit a greater degree of involvement from
examiners, build better on relationships from one session to the next,
and make more lasting impressions on examiners (Hirsch, Scheinfeld
and Solomon, 1965). High achievers seem to experience a lower degree
of alienation, as demonstrated on a self-report personality ques-
tionnaire (Joyce, 1970). Davidson and Greenberg (1967) emphasize
that achieving youngsters more readily conform to adult demands.
This is supported by their finding that achievers more often view
authority figures as supporting and helpful, rather than punitive
or threatening. Considering primarily middle class children,
Crandall (1964) emphasizes that the trait of independence, some-
times marked in high achieving youngsters, is tempered by compli-
ance to adult pressures and values.
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Hirsch and his colleagues, as well as Meyers (1967), emphasized
that achieving children seem to have more intense, satisfying and
predictable relationships with family members than do underachieving
children. This is consistent with Meyers' (1967) finding that the
families of high achievers tend to have a structure in which at
least one parent, or person in loco parentis
, assumes consistent
control over the household. High achievers show particular inter-
personal competence in relationships with teachers. Teachers and
high achievers share a positive regard for each other that teachers
and low achievers do not. Teachers view high achievers as eager
to learn, dependable, well-behaved in class, and willing to take
responsibility for their mistakes. Not surprisingly, school conduct
ratings are significantly associated with achievement status
(Kelly, 1973). Finally, perhaps as a reflection of confidence in
their relationships with adults, achieving achildren assess teachers
and parents more critically—and more real istical ly— than do
underachievers.
Psychosocial maturity
. These results are summarized in the
finding that high achievers score higher than do low achievers on
measures of overall psychosocial maturity (Josselson, 1975;
Kelly, 1973). Josselson (1975) particularly studied the pheno-
menological aspects of psychosocial maturity in adolescents. Based
on an intensive study of high school students from white, working
class families, her findings suggest that boys high and low in social
maturity are influenced by significantly different constellations
of forces. Boys low in social maturity tend to be
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primarily concerned with sports, cars, motorcycles, girls, authori-
tarian adults, staying out of trouble, friends, and whether or not
friends reciprocate friendship. A principal conflict appears to
be the developmental problem of passivity. Overtly, these young-
sters rely greatly on external forces to guide their lives. When'
no such forces are available, they simply trust that their futures,
sooner or later, will be decided. This passivity, however, stands
in marked contrast to their preoccupation with hypermascul ine
themes such as cars, sports, and guns. Clearly, aggressive impulses
are particularly problematic for these youngsters.
Adolescents low in social maturity are very preoccupied with
interpersonal success, especially among peers. Self-esteem is
closely linked with being liked by others. Their needs for approval,
as well as susceptibility to group pressure, are generally high.
Boys low in psychosocial maturity show considerably more hetero-
sexual involvement than do boys considered high in psychosocial matur-
ity. Relating this to achievement status, Offer (1969) found that
the better students in school were among those who dated later,
infrequently or not at all. Girls are important to boys with low
social maturity, but these relationships are neither intimate nor
mutual. It appears that these relationships serve other ends,
particularly to maintain and measure self-esteem, and to provide
an arena for trying out sexual identity.
Josselson asserted that the characteristics of boys high in
social maturity were more varied, complex and resistent to categor-
ization. Since they more frequently derive self-esteem from personal
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accomplishments and from the approval of internalized objects, these
boys clearly rely less on the approval of their friends. They seem
to have more thoroughly internalized parental expectations; hence,
they experience less difficulty resolving an appropriate sexual
identity. For boys high in social maturity, the issue is not "Am I
a man?" but rather, "What sort of man shall I be?" There was some
evidence to suggest that a critical issue may be the period of their
lives during which the autonomy struggle with parents occurs. Boys
high in social maturity often remember feeling rebellious and negativ-
istic in their preadolescent years.
Clinical impressions
. Clinical impressions have been reported that
high achievers act effectively in interpersonal situations at the ex-
pense of spontaneity and with a distant, unchildlike seriousness.
Furthermore, as the discussion of psychosocial maturity demonstrated,
a great difference may exist between the relationships high and low
achievers form with adults on one hand, and with peers on the other.
One study (Davidson and Greenberg, 1967) reported that those who react
most positively in their relationships with adults more often project
a negative view of peers in the stories they tell.
Despite these qualifications, the evidence strongly points to
interpersonal style variables as significant differentiating charac-
teristics of high and low achievers. However, to date, no single
interpersonal style measure has been used to systematically investi-
gate these variables with lower class high and low achievers. The
various lines of evidence demonstrating high achievers' more competent
ego functioning can be brought together to make specific predictions
29
regarding the interpersonal style of these youngsters. In particular,
this dissertation tests the following hypotheses:
Hypothesis 1
.
Teachers rate high achievers as significantly mnrp
independent than low achievers
.
High achievers show more initiative, self-reliance and emotional
control than low achievers (Crandall, 1964). They have a more robust
sense of self-definition (Hirsch and Costello, 1967) and greater belief
in self-responsibility (Buck, 1970). Teachers see high achievers as
more willing to take responsibility (Davidson and Greenberg, 1967).
More often than not, they have an internal rather than external locus
of control (e.g., Coleman et al_.
, 1966).
Hypothesis 2. Teachers rate high achievers as significantly more
deliberate than low achievers
.
On projective tests, high achievers appear careful, prudent and
deliberate (Davidson et al_.
, 1966). On examinations they do not answer
impossible questions, and more often choose neutral positions when
expressing judgements (e.g., Meyers, 1967). They appear more organized
in their approach to learning tasks (Hirsch and Costello, 1967).
Hypothesis 3
.
Teachers rate high achievers as significantly more
tolerant (less hostile) than low achievers .
High achievers have higher self-esteen and more positive self-
concepts. They are more self-aware than are low achievers (Davidson
and Greenberg, 1967). Acceptance of self has been shown to relate to
acceptance of others (Fey, 1955) and to fewer expressions of hostility
in frustrating situations (Veldman and Worchel
,
1961). High achievers
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have lower needs for aggression (Joyce, 1970) and generally control
their impulses more effectively (Davidson and Greenberg, 1967).
Hypothesis 4
.
Teachers rate high achievers as significantly mnrp
socially trusting than low achievers
.
High achievers demonstrate more comfortable, warm relationships
with adults. Teachers and high achievers generally think well of one
another (Davidson and Greenberg, 1967). High achievers score higher
on measures of social maturity (e.g., Kelly, 1973) and have fewer rela-
tionships exhibiting pseudomutual i ty and pseudo-intimacy (Josselson,
1975). High achievers' self-esteem is higher and more secure; their
self-esteem is less vulnerable to threats from others (e.g., West and
Fish, 1973).
Hypothesis 5. Teachers rate high achievers as significantly more
principled (less expedient) than low achievers
.
High achievers have more thoroughly internalized their parents'
expectations (Josselson, 1975). More often than not, they have an
internal locus of control (e.g. Coleman et aT_.
,
1966). Teachers see
high achievers as more dependable (Davidson and Greenberg, 1967).
Hypothesis 6
.
High achievers more frequently look to teachers
for information, advice and assistance
.
High achievers more frequently see adults as supportive and
helpful, rather than punitive or threatening (Davidson and Greenberg,
1967). High achievers elicit more involvement from examiners (Hirsch
et al_.
, 1965) than do low achievers.
Hypothesis 7 . High achievers more effectively mobilize adults
in their behalf.
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Teachers think highly of high achievers, with whom they have more
comfortable, warm and effective relationships (Davidson and Greenberg,
1967). High achievers have more intense, satisfying relationships
with their parents (Meyers, 1967).
Achievement and Attention
A fundamental aspect of ego functioning concerns the selection of
relevant from irrelevant information, the process of selective attention.
Recently, Hallahan and Cruickshank (1973) after reviewing the literature
concerning attention and achievement, concluded that the correlation of
low achievement and high distractibil ity has most often been based on
clinical or subjective teachers' reports. However, some scattered
empirical evidence suggests that high academic achievers, especially in
reading, are less prone to interference by irrelevant information.
Some words of caution are necessary before considering this litera-
ture. First, though a great deal of professional interest has focused
on the process of attention, especially within the past twenty years,
researchers have come to little agreement regarding an adequate defini-
tion of attention or a model relating it to the more general phenomenon
of perception. Moray (1969) wrote:
Attention is a word with a great many very varied meanings,
applicable to a very wide range of phenomena, many of them
obviously central to an understanding of human and animal
behavior ... (p. 5)
Moray proposed no fewer than seven subdivisions of the concept
of attention: mental concentration, vigilance, selective attention,
search, activation, set and the process of analysis-by-synthesis
that Neisser described (1967). A wide variety of tasks have been
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devised to assess these types of attention. Few studies have been done
to correlate these measures, but it seems fairly clear that they differ
additionally with respect to the types of perceptual and conceptual
processes with which the attention variable has been confounded.
A second caution concerns the age of the subjects studied. It is
now fairly well established that young children are significantly
more distractible than are older children. This has been found using
visual (Osier and Kofsky, 1966; Strutt et ah
.
1975) and auditory
stimuli (Maccoby, 1969; Maccoby and Konrad, 1967). These findings per-
tain specifically to selective attention, "the problem faced by someone
receiving several messages at once and trying to select only one of them
to accept and respond to" (Moray, 1969, p. 6). The variability of
performance likewise decreases as a function of age. For these reasons,
correlations between achievement status and attention might be more
readily obtained with younger than with older subjects.
From a theoretical standpoint, one might expect to find a rela-
tionship between selective attention and overall achievement. Though
they differ in many opinions, numerous developmental psychologists
(Bruner, 1957; Gibson, 1969; Inhelder and Piaget, 1964; and Wohlwill,
1962) agree that a fundamental relationship exists between perceptual
and conceptual development. Wohlwill (1962), in fact, asserted that
attention
represents a sine qua non of conceptual functions; the
formation of conceptual classes clearly requires the
systematic, selective abstraction of relevant... from
irrelevant information. The same is true in the realm of
logical inference, deductive reasoning, mathematical
problem solving, and other such manifestations of sym-
bolically mediated behavior, (p. 86)
m>n
Furthermore, numerous authors have emphasized the loud, distracting,
often unpatterned stimuli prevalent in the environments of poor chii
dren. Such low signal-to-noise environments have been associated
with the poor perceptual skills (e.g., auditory and visual discri
ation) these children often exhibit in their early school years (e.g
Deutsch, 1967).
Three basic procedures have been used to confirm empirically th«
greater distractibil ity of academic low achievers: observations of
classroom behavior, the Stroop Color Test, and incidental learning
procedures. The remaining data has come from less orthodox measures
Wilson and Morrow (1962) used a self-report questionnaire to
assess the study habits of high and low achieving, mostly middle clai
high school students. Significantly more high achievers (73%) than
low achievers (29%) reported themselves to be minimally distractible
while studying. This general finding has been confirmed in four
studies involving observations of classroom behavior (Harper, 1976;
Lahaderne, 1968; Samuels and Turnure, 1974; Schultz, 1973). Each of
these studies involved elementary school children and reported, to
no one's surprise, that the pupils' amount of attention to the main
classroom activity correlated significantly with achievement test
results.
Silverman et al_.
, (1963) noted in interviews that underachieving
adolescent boys frequently complained of problems in concentration;
hence, they decided to compare the distractibil ity of high and low
achievers. Using the Stroop Color Test, they found adolescent low
achievers significantly more distracted by inconsistent colors and
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low
color names. This result has been replicated with high and 1.
achieving students in the third through sixth grades (Santostefano
et al_.
, 1965).
Hallahan et «].. (1973) used Maccoby and Hagen's (1965) incidental
learning task to assess distractibil ity, impulsivity, and achievement
status in sixth grade middle class children. While high achievers
recalled signifcantly more relevant information than did low achiev-
ers, the groups did not differ in their recall of incidental infor-
mation. More important, for the high achievers, there was a
negative correlation; for the low achievers, a positive correlation,
between the scores. This suggests that for high achievers, incidental
information was given up in favor of relevant information, an indi-
cation of flexibility in the use of selective attention. The authors
referred to the possibility of overlap between the conceptualiza-
tions of the processes of selective attention and impulse control.
This speculation is supported by the finding that impulsivity is
related to distractibil ity (Kagan, 1966; Weiner and Berzonsky, 1975),
poor word recognition (Kagan, 1965), and poor inductive reasoning
(Kagan e_t al_.
,
1966). In addition, comparisons of high and low
achieving children from lower class backgrounds have consistently
reported greater impulsivity in low achieving children (Davidson
and Greenberg, 1967; Greenberg and Davidson, 1972; Joyce, 1970;
Meyers, 1967).
Santostefano et al . (1965) asserted that through relatively
little is known about the perceptual and cognitive mechanisms in-
volved in reading 5 it seems clear that one crucial mechanism is
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ions
the ability to process information in the context of distract!
Willows (1974) and Samuels (1967) both presented data suggesting
that poor readers are unable to withstand the disrupting effects of
distracting stimuli, for example, adjacent irrelevant lines of print
or adjacent pictures. Katz and Deutsch (1967), using the continuous
performance task (CPT), demonstrated that lower class poor readers
in elementary school have "a deficiency in their capacity to
sustain attention to a specific /especially, visual/ stimulus"
(p. 250). However, the CPT measures vigilance, not selective atten-
tion.
Finally, three studies investigating attention and achievement
status used auditory stimuli. Marsh (1973) found that the auditory
figure-ground ability of elementary school children correlated posi-
tively with spelling and arithmetic grade level scores. Baker and
Madell (1965a, 1965b) studied the performances of high and low
achieving college students on an arithmetic task presented under
quiet or auditorally distracting conditions. In each study, the
decrement in performance as a function of distraction was greater
for the low than for the high achievers.
In summary, a wide variety of measures have been used to
assess the relationship between academic achievement and attention.
It is not all clear, however, that these measures were assessing
the same process. Furthermore, none of these studies were speci-
fically concerned with youngsters from lower class backgrounds.
The present study assessed selective attention by using the rela-
tively simple card sorting task of Strutt et al_. (1975). Specifically,
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it is hypothesized:
Hypothesis 8
.
The performance of low achievers is affects ^ nm.
ficantly more by the presence of irrelevant information than i. that
of high achievers
.
Numerous studies of middle class children suggest that high
achievers are significantly less distractible than are low achievers.
Hypothesis 9. Over all subjects, the degress of distraction Is
positivel y correlated with the degree of impulsivitv
.
Kagan (1966) and Weiner and Berzonsky (1975) have found a signifi-
cant correlation between these variables in middle class children.
Achievement and Life Change
In Chapter 1 it was argued that economic disadvantage is a risk
factor related to poor achievement in school. While this is hardly a
startling assertion, it should be emphasized that it is not altogether
clear what about lower class life produces this outcome. One fre-
quently discussed aspect of lower class life is its pervasive
disorganization. There is a lack of patterning of environmental
stimuli and often little temporal and spatial organization within
the household. Life change occurs frequently; family life is often
unstable and insecure.
In the past fifteen years great interest has developed in
the conceptualization, measurement and consequences of life change.
"Life change" comprises both positively and negatively valued
events, which by definition involve a certain degree of stress and
social readjustment. Investigations of life change, particularly
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within the field of psychosomatic medicine, have been aided
immensely by the finding that people in quite diverse cultures and
subcultures agree to a large extent about the relative severity
of life changes. Rahe et al_. (1971) conclude:
It has become apparent that among twentieth centurypeoples there is rather universal agreement concerningthe relative significance of many commonly experiencedlife change events, (p. 241)
Precision in quantifying and rigor in method are recent additions
to the characteristics of research concerning life change, so that
the methods involved are now ripe for transfer to other research
problems
.
Much retrospective as well as prospective research has docu-
mented the negative consequences of frequent, serious life change.
Such consequences include physical illness (e.g., Holmes and
Masuda, 1973; Rahe and Lind, 1971; Rahe, Mahan et al_., 1970; Rahe,
Meyer et al_.
,
1964), anxiety (Lauer, 1973, 1974), a variety of
psychiatric disorders (Brown and Birley, 1968; Paykel
, 1974;
Rahe et al_.
,
1967) and minor health changes (Holmes and Holmes,
1970).
The effect of life change on academic achievement is, to date,
not clear. On the basis of intuition, it might be predicted that
at some degree of life change, academic performance would suffer.
For adolescents, one mediating mechanism may be the maintenance
of impulse control and a sense of ego identity. In terms of
Erikson's definition of ego identity (Chapter 1, p. 17-18), the
disorganization of the social process would be reflected in a
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disorganization of the psychological process of ego identity. The
ego would struggle to create "a sense of inner sameness and contin-
uity" in the face of discontinuity in previous and current experi-
ence. That part of the personality which governs actions, tests
perceptions and integrates capacities of orientation and planning
would be impaired by changing perceptions and unrealized expectations,
To the extent that establishing ego identity would be problematic,
achievement would drop; hence, great amounts of life change would be
associated with low achievement. From the perspective of energy
use, coping with life change and threatened ego integrity would
decrease the energy available for academic efforts. While numerous
authors (e.g., Winder, 1974) have commented about a relative academic
slump at this age, Coddington (1972b) found a dramatic developmental
increase in life change at the onset of adolescence.
The empirical evidence is equivocal regarding the relationship
of life change to academic achievement. On balance, however, it
suggests that academic high achievers experience less life change
than do low achievers.
Only two studies have compared high and low achievers with
respect to a composite score for life change. Both studied college
freshmen and used a modification of the Social Readjustment Rating
Scale (SRRS) developed by Holmes and Rahe. Both assessed life
change in the previous year. Harris (1973) reported that the amount
of life change was inversely proportional to GPA in each of three
groups defined by their readiness for college work. Henard (1975),
39
however, found that life change predicted only the number of
course hours completed. In neither study were achievement test
scores correlated with life change.
The evidence concerning lower class youngsters is more piece-
meal and indirect. Kelly (1973) found that family stability,
reported in a sociological data questionnaire, correlated signifcant-
ly with achievement test scores for lower class seventh grade
students. Many researchers (e.g., Coleman et al_.
, 1966; Davidson
and Greenberg, 1967) noted that the dwellings of high achievers
are larger and better cared for than are those of low achievers.
The parents of high achievers tend to have the higher occupational
and educational levels of the two groups, suggesting a somewhat
higher socioeconomic status within the lower class. It may be
that these differences in status reflect differences in the
amount of life change experienced. This latter assertion is
supported by Pavenstedt (1965), who has differentiated two types
of children and families within the lower class. She writes:
Upon superficial appraisal, it is not easy to distinguish
between these two groups of children. They come from
the same school and are equally well dressed. Yet they
must be separated, for they require a totally different
approach. Between these two groups there are, no doubt,
many strata, each with a little more organization and
internal stability than the next. (p. 97)
Life change scales such as the SRRS contain many items
pertaining to events in the lives of family members; hence, it
is a likely prediction that larger families would be prone to
more life change and so to lower overall academic achievement.
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Of the many studies that have evaluated the effect of family
size on achievement, most have concluded that achievement is higher
in smaller families (Lindert, 1974). Nuttall et a]_. (1976) found
this only with the achievement of boys, while Greenberg and
Davidson (1972) found no relationship whatever.
Another life change variable that has been studied is geo-
graphical mobility. Contrary to expectation, the data suggest no
relationship between mobility and school achievement (Misner, 1973;
Shipman, 1977).
Finally, a variable which has received considerable attention
is father's absence. Earlier reports stressed multifold negative
consequences of father's absence (Epps, 1966), but more recent
data has been much less conclusive. Most of the studies concerning
academic achievement and father absence have reported no relation-
ship between these variables (Fowler, 1978; Mackie et al_.
,
1974;
Offenbacher, 1969; Shipman, 1976; Shi pman et aK
, 1976; Solomon,
et a]_.
,
1972; Wasserman, 1972), though there are exceptions
(Sciara, 1977; and Woloshin, 1974). Shipman describes one current
in this literature by emphasizing that family process variables
significantly mediate the effects of father's absence.
In summary, no adequate inquiry has been made concerning
the relationship of life change, considered as a composite score,
to academic achievement in pre-college students. High achievers
may come from smaller, more stable, higher SES families; but they
may or may not be more mobile or endure a father's absence more
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frequently. Theoretically, grounds exist for predicting an associa-
tion between much life change and lower academic achievement. On this
basis, it is hypothesized that:
Hypothesis 10, Low achievers report significantly higher life
change totals than high achievers .
The empirical evidence is inconclusive, but theoretically life
change is a stress which may act to deplete available energy, impair
ego identity, and depress academic achievement.
It should be noted that life change is considered a risk-defining
variable. This dissertation looks especially carefully at high
achievers from backgrounds of much life change, those who came
closest to being invulnerable children.
Community Organizations
Erikson (1963, 1974), among many others, wrote of the importance
of the peer group in the adolescent experience. Labov and Robins
(1969) reported that membership in street groups is most frequent
in the 13 to 15 year old range and falls off rapidly in the later
teens. Furthermore, Gans (1962) suggested that peer society is
even more pervasive for lower than for middle class youths. Adol-
escents turn away from parents and internalized parental values;
the control of impulses and identity formation depend for support
upon peers and transient relationships with adults (Winder, 1974).
The group, especially the peer group, serves as both a reference
point confirming identity and an arena for testing potential social
rules. Organized groups offer established roles and confirm
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identity through their recognition of membership. In this way parti
cipation in organized groups serves to support ego development and
also perhaps to ameliorate the effects of ego-impairing experiences.
It is not unreasonable to assume that high achievers belong to
significantly more community organizations than low achievers.
Indirectly supporting this hypothesis is the finding of Douvan and
Adelson (1958) that upwardly mobile adolescent boys belong to more
community organizations than do stable or downwardly mobile youths.
Also, Rankin (1967) reported that the mothers of inner city elemen-
tary school children more frequently encourage participation in
community organizations.
It must be noted that high achievers may be more distant and
judicious in their involvement with groups (Josselson, 1975). On
the whole, however, high achievers may belong to significantly
more groups than may low achievers. This should occur especially
if consideration is restricted to well
-structured, adult-supervised
groups. These are situations similar to school, where high achiev-
ers general ly excel 1
.
Hypothesis 11
.
High achievers participate in significantly
more community organizations than do low achievers
.
Groups are important to most adolescents. Upwardly mobile
adolescents belong to more organizations than do stable or down-
wardly mobile youth (Douvan and Adelson, 1958). Also, there may
be more parental pressure on high achievers to join such organiza-
tions (Rankin, 1967).
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CHAPTER III
METHOD
Subjects
The subjects were 48 lower class, male adolescents, ages 13*
to 16. All were in the seventh, eight or ninth grades of a large,
comprehensive, six year public junior-senior high school in
southern Vermont. The school serves a community both urban and
rural, with an economic base of diversified industry, primarily
printing. Approximately five hundred students, all white and pri-
marily of English and French descent, attend the junior high school.
Chosen from school records data on the basis of social class
and achievement status, the subjects were matched as nearly as
possible on the bases of age, grade, socio-economic level within the
lower class, and family size. The number of variables involved
made selection of matched pairs of high and low achievers impossi-
ble. Appendices A and B present, for the high and low achievers
respectively, each subject's grade, age, father's occupation, social
class, number of children in the family, and sibling position.
Social class
. Social class was determined by the father's
occupation and evaluated according to the Occupational Scale of
Hollingshead and Redlich (1958). Students with scale values of
five, six or seven were considered lower class. These values
comprise blue collar workers; skilled laborers are generally
grouped in class five (e.g., bakers, electricians, printers);
semi-skilled in class six (e.g., assemblers, mailmen, truck drivers);
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and unskilled laborers in class seven (e.g., janitors, laborers,
watchmen)
.
Nineteen high achievers were from class five, four from cl
six, and one from class seven. Among the low achievers, 16 came,
from class five, 7 from class six, and 1 from class seven. The
median social class was 5.13 for the high achievers, 5.25 for the
low achievers. In sum, 35 of the 48 subjects in the study (72.9%)
came from class five families. Stated differently, the majority of
the subjects in this study came from the "upper-lower" or "working"
class. Comparison between the groups by the chi square test re-
vealed no significant difference between high and low achievers
with respect to social class.
The father was not present in the families of one high and two
low achievers. In these cases, social class was based on the mothers'
occupations. Among the high achievers, 15 mothers (62.5%) held at
least part-time jobs to supplement their husbands' incomes. Among
the low achievers, 11 mothers (45.8%) did so. At the time of data
collection, the fathers of three high achievers and two low achievers
had been unemployed starting within the past six months.
Achievement status
. Achievement status was based primarily
on the Differential Aptitude Test, particularly the percentile on
the Verbal Reasoning plus Numerical Ability variable, and the
Stanford Arithmetic Diagnostic Test. In addition, scores were
available from the Gates-MacGini tie Reading Diagnostic Test and the
Orleans Algebra Prognosis Test. The performances of the high
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achievers were in percentiles 65 to 90; those of low achievers,
in percentiles 3 to 30. In terms of grade equivalents, high achiev-
ers scored at least 0.3 years above grade level; low achievers, at
least one year below.
Compared to low achievers, high achievers scored significantly
higher on the Verbal Reasoning plus Numerical Ability portions of the
Differential Aptitide Test (t
26=17.81, p<r.001), on the Gates
MacGinitie Reading Test (t
3g=5.53, p<.001), on the Stanford Arith-
metic Test (t
35=12.65, p<.001) and on the Orleans Algebra Prognosis
Test (t
2g
=4.64, p<.001). Furthermore, on the Differential Aptitude
Test's eight subtests— verbal reasoning, numerical ability, abstract
reasoning, clerical speed and accuracy, spatial relations, spelling,
grammar, and mechanical reasoning— high achievers scored significantly
higher on the first seven. Only the mechanical reasoning subtest
showed no significant difference between the groups.
Also, all but one subject had taken the Henmon-Nelson IQ Test
of Mental Ability. The mean IQ for high achievers was 112.4; for
low achievers, 95.0. The high achiever with the highest IQ scored
129; the low achiever with the lowest, 70. Again, the high achiev-
ers scored significantly higher on this test than did low achievers
(t
45
=5.85, p<.001).
Other characteristics
. The high achieving group comprised 16
seventh graders, two eighth graders, and six ninth graders. The
median grade level was 7.25. In the low achieving group there were
four seventh graders, eight eighth graders , and 12 ninth graders.
The median grade level was 8.50. Evaluation by the Mann-Whitney
ler
U Test indicated that the grade level was significantly highe
(Approximately 1.25 grade levels) for the low achieving students
(z = 2.92, p<.005). In accord with this difference, the low
achievers were slightly, significantly, and consistently older than
the high achievers (t
4fi
= 2.99, P <.005). The mean age of the low
achievers was 14.1 years (SD = 0.96); that of high achievers was
13.3 years (SD = 0.88).
Three high and three low achievers were from families which
included half or step siblings. The mean total number of children
in the high achievers' families was 4.17 (SD = 1.66); the mean num-
ber of biologically related children was 3.83 (SD = 1.63). Among
the low achievers, the mean total number of children in their fami-
lies was 4.46 (SD = 1.96); the mean number of biologically related
children was 4.00 (SD = 1.84). T-test comparison between the
groups revealed that the high and low achievers were not signifi-
cantly different with respect to the total number of children in
their families nor their numbers of biologically related siblings.
It should be noted that none of the subjects was an only child.
One subject in the low achieving group would have been except for
a younger half sibling.
Finally, the sibling position was determined relative to the
number of biological (but not step or half) siblings. Among the
high achievers, nine were oldest children, four youngest. In the
low achieving group, 11 were oldest children, five youngest.
Further descriptive information taken from the school records
included: the final grade point average (GPA) for the current
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year, the number of courses taken, and the number of days tardy
and absent from school during the year. In accord with the higher
achievement test scores for high achievers, the GPA of this group
was significantly greater than that of the low achiever group
(t
46 = 3.37, p<.005). However, the groups did not differ signi-
ficantly with respect to the number of courses undertaken nor
the number of days tardy or absent from school
.
Measures
There were four major classes of dependent variables in this
study: interpersonal style, distractibil ity by irrelevant informa-
tion, amount of life change, and community organization membership.
Interpersonal styje. Interpersonal style was evaluated using
dimensions taken from the Interpersonal Style Inventory developed
by Lorr and Youniss (1973). This instrument, which emphasizes speci-
fic behaviors and attitudes, was constructed with reference to
Murray's need system (1938) and previous factor-analytic studies of
behavior ratings (Lorr and McNair, 1965). The Inventory consists
of fifteen interpersonal style scales, each representing a dimension
of interpersonal style conceived as a bipolar continuum. Using
adult subjects, Lorr and Youniss demonstrated adequate convergent
and discriminant validities, as well as split-half reliabilities
for the Inventory. Furthermore, the Inventory has been used suc-
cessfully to evaluate adolescent as well as adult subjects (Lorr,
personal communication).
The Interpersonal Style Rating Form used in this study, shown
in Appendix C, used ten interpersonal style dimensions from the
Inventory of Lorr and Youniss: directive/non-directive; attention-
seeking/attention avoiding; sociable/detached; succorant/hel p-
avoiding; nurturant/withholding; principled/expedient; trusting/
mistrusting; tolerant/hostile; independent/yielding; deliberate/,
impulsive. In addition, two specific items were included to assess
the relationship between the student and teacher: the frequency with
which the student consulted the teacher for information, advice or
assistance; and the subject's effectiveness in eliciting the
teacher's help. All twelve scales were presented as bipolar con-
tinua graded in six steps. Appendix C presents short descriptions
of typical behaviors for each dimension.
Attention
-
Tne am°unt of distractibility was assessed through
the use of an abbreviated form of the speeded-classification card
sorting task developed by Strutt et al_. (1975). These investigators
have used this task to demonstrate developmental differences in
selective attention. The test stimuli were six decks of cards, each
containing 24 cards. The symbols printed on the cards were centered
and defined according to one, two or three binary dimensions:
form (circle or square), line within the form (horizontal or verti-
cal), and star (just above or below the form). Each deck was de-
fined by one relevant dimension and zero or two irrelevant dimen-
sions. A description of each deck of cards is presented in Appendix
D. The symbols shown at the bottom of Appendix D are the same size
as those presented on the stimulus cards. Distraction was defined
as the differences between sorting times with two irrelevant
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dimensions and with zero irrelevant dimensions,
There was also a deck of 24 practice cards, the same size and
shape as the test stimuli; centered upon each was either a green or
a red equilateral triangle. In the center of each of the cards
.
(both practice and test stimuli) was a black dot and at the top, a
black line parallel to and 1/8" below one of the three-inch sides
of the card.
Eight display cards were also used in the card sorting task.
These were similar in size and shape to the test stimuli. The dis-
play cards for the practice deck were solid green and solid red,
while the display cards for the test stimuli presented the value
of the relevant dimension along with a dot at the center and line
at the top of the card. Two black wooden stands were used to
secure the display card that showed the value of the relevant
identifying dimension of the cards to be placed in front of that
stand. Finally, a stop-watch was used to time the subjects'
performances.
Life change
.
The amount of life change for each student was
assessed using the Social Readjustment Rating Scale (SRRS), a
device similar to that developed by Holmes, Rahe and their coll-
eagues. Coddington (1972a) asked teachers, pediatricians and mental
health workers to quantify the impact of various life events on
children from pre-school to senior high school age. The event
"birth of a sibling" served as a reference point and was given an
arbitrary value of 50 Life Change Units (LCUs). In a second study,
Coddington (1972b) obtained normative data for children of various
ages, sexes, races, social classes and religions.
The SRRS appropriate to the lives of junior high school
students is shown in Appendix E. The scale consists of 38 life
change events and their LCU values. As appendix E shows, the event
with the highest life change value is "death of a parent" (94),
'
followed by "divorce of parents" (84), and "acquiring a visible
deformity" (83). On the other end of the scale, "becoming a full-
fledged member of a church" is weighted lowest in LCUs (28), and
only slightly higher is "decrease in the number of arguments with
parents" (29) and "...between parents"(29)
. "The amount of social-
psychological readjustment a child has undergone during a specific
time period is determined by summing the Life Change Units"
(Coddington 1972a, p. 17).
Cgjnmunjty_ organizations. A community organization was defined
as a group of individuals with a formal role structure and regular
meeting time. The precise limits of this definition were not
spelled out. Athletic teams, Boy Scouts, church groups, school
clubs, and farm groups were all examples of such organizations.
Procedure
The procedure was first practiced with young adolescents and
University undergraduates at the Psychological Services Center,
University of Massachusetts, Amherst. Through this experience the
experimenters refined the procedure into an even, smooth-flowing
format.
Initially it was hoped that the study could be conducted in one
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of the cities in western Massachusetts. The project was presented to
the school administration of three of these cities, all of which re-
fused to permit the research.
After lengthy discussions with the school superintendent, school
principal, and head guidance counselor, the project was approved in
southern Vermont. Specific procedures, described in a later section,
were agreed upon to insure the confidentiality of the data.
Once approval had been obtained, all the junior high school
records were reviewed by an assistant to the experimenter. This
assistant had no contact with the students themselves nor with the
data collection procedure. The assistant segregated the records of the
lower class students, assigned to each student a number and prepared a
sheet matching numbers to student names. This sheet was kept in the
school safe. The principal investigator was given only the list of
numbers and, with each number, the related grade, dates of birth,
parental occupations, numbers of children in the family, and achieve-
ment, aptitude and intelligence test scores. After the principal in-
vestigator chose the candidates for the study, the assistant furnished
the subjects' names. Small groups (three to eight) of potential sub-
jects were gathered to discuss the project. The experimenters answered
whatever questions arose, avoiding any effort to either deceive or
coerce students into participating. No reward was offered for parti-
cipation. Five students--two high and three low achievers—refused
to participate. Each of those willing to do so was given a letter
for his parents which explained the project, requested their per-
mission for use of his school records, and asked that he be allowed
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to participate. This letter, Appendix F, was written in conformity
with the University of Massachusetts definition of informed consent
in research (University of Massachusetts Senate Document #72-061,
May IT, 1972) and in accord with the recommendations of the school
principal and head guidance counselor. Parental permission was, of
course, a prerequisite for participation in the study. Eleven parents
refused to allow their sons to participate, seven high and four low
achievers. In all
,
nine high achievers and seven low achievers who
had been selected for the study did not participate.
The actual testing was divided between two experimenters: the
principal investigator and a female, senior psychology major at the
University of Massachusetts. She participated in the practice sessions
and was present when the prospective subjects were introduced to the
project. Like the principal investigator, she was blind to the
students' achievement levels. By having the assistant assign each
student to an experimenter before the testing, an effort was made to
insure that the experimenters tested an equal number of high and low
achievers. However, since it was very late in the school year, there
were many difficulties in matching student and experimenter availabil-
ity, and there was a danger that not all the students in the sample
would be tested. This plan eventually had to be abandoned. Neverthe-
less, an effort continued to equate the total number of students
tested by each experimenter.
Each student was seen individually in a single hour-long testing
session in an empty classroom during the regular school day. As pre-
viously arranged with the school, the students were taken from study
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halls so that no instruction time was lost. The interview format is
shown in Appendix 6. After initial informal conversation to build
rapport, the subjects were asked their age, mother's and father's occu-
pation, and number and ages of siblings. This was done to check the
information found in the school records. The students were then asked
about their participation in community organizations during the past
year. In particular they were asked:
inHnL
W
!
nt
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i
you ab0Ut the c1ubs or teams that you've be-longed to in the last year. I'm thinking of groups you don'thave to belong to but do because you want to: groups likeathletic teams, YMCA, school clubs, Boy Scouts,
93ch groups4-H, or whatever you can think of. y u ,
Clearly, the question was phrased so as to suggest well
-structured communi-
ty groups, rather than less formal or loosely organized groups such as
cliques and gangs.
Four specific questions were asked about each group mentioned: length
of membership, office or offices held, circumstances of joining, and, if
appropriate, circumstances of dissociation from the group. Each student
was also asked: "In general, has the number of clubs you belonged to
increased, decreased, or stayed about the same in the past three years?"
Each student was then asked about "important changes that have
occurred in your life during the past three years". The question was
initially open-ended and the student's responses recorded. Then the
experimenter read a list of the thirty-eight life changes on the SRRS
and asked whether or not they had occurred. The interview formats used
by Holmes, Rahe, and Coddington group the various life events with
respect to the sphere of life involved. This makes the interview
smoother, establishes a more coherent focus, and may help facilitate
is
recall. The events were grouped as follows: self (e.g.
. fail ing to
qualify for a desired extracurricular activity), friends (e.g., death
of a close friend), school (e.g., suspension fro. school), and famil
(e.g., divorce of parents). The order and grouping of the events
.1
presented in Appendix H. The date each change occurred was recorded.
For those events with an LCU value of 52 or more, the student
was asked whether any of these events had ever happened to him. The
intention of this procedure was to use the SRRS to derive some index
of the amount of change over the life span. The literature suggests
differences in the amount of life change between high and low achiev-
ers which may not be evident within as short and arbitrarily chosen a
period as the last three years; however, the SRRS is most reliable
for events from the recent past. Restricting inquiry to the more
serious events in earlier years was intended to improve the amount
and reliability of recall.
At no time were students asked to give detailed descriptions of
these events. Most students seemed reasonably comfortable with talking
over personal information, but occassional ly a student seemed anxious
about even acknowledging certain events. For example, one boy had
recently lost his father; the sister of another had been pregnant
out of wedlock. In these cases special care was taken to support
the student and to avoid unnecessarily invading privacy.
Finally, the subjects were asked to perform the speeded classi-
fication card sorting task. The wooden stands were placed in front
of the students; then the initial instructions (Appendix I) were read.
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The sorting task having been presented as a game, the students were told
to sort each deck as quickly as possible without making errors. The
students were instructed not to correct mistakes, but to emphasize
speed of sorting. Before giving each deck, the experimenter pointed
out the relevant dimensions while placing the display cards in the
stands. The instructions were of the form, "If there is a on the
card, then put it here," with no mention made of the possible presence
of extra or irrelevant information on the cards.
The practice deck (red and green triangles) was always first.
The instructions shown in Appendix J were read before each subsequent
deck of cards and the student sorted the six decks, in random order,
described in Appendix D. For the practice deck and all the test decks,
the cards within each deck were randomized and the position of the
display cards for each student was alternated, left to right, per each
relevant dimension.
Three of each student's major course teachers were asked to com-
plete the Interpersonal Style Rating Form. The letter requesting this
assistance is shown in Appendix K, It should be emphasized that the
study was conducted at the very end of the school year; hence, these
teachers had had maximum exposure to each student. As incentive, the
teachers were offered a dollar for each student they evaluated. Many
teachers expressed special interest in the study, were quite willing
to cooperate, and refused to accept money for their service. In accord
with the wishes of the school officials, a secretary removed the
teachers' names from the rating forms before they were taken from the
school
.
Confidentiality
.
It must be emphasized that at the time this
study was conducted there was much frequently expressed concern
over who might gain access to school records information. Special
efforts, therefore, were made to insure the confidentiality of the
data. No information left the school bearing a student's or teacher's
name. Moreover, the students chosen for the study, as well as their
parents, gave their informed consent as a prerequisite to participa-
tion. Use of a special assistant to search the school records
helped insure the subject's anonymity and the over-all confidentiality
of the data collected. Also, throughout the study the experimenters
were kept blind about the achievement status of the students. A
memorandum to the school officials carefully spelled out the steps
taken to insure confidentiality of the data. This memorandum appears
as Appendix L.
Data Analysis
T-tests were used to compare high and low achievers with respect
to their scores on each of the twelve interpersonal style dimensions.
The measure of reliability concerned inter-judge agreement; that is,
the extent to which different raters made similar judgements about
the same students. This reliability was estimated by the intraclass
correlation coefficient, a measure derived from the analysis of
variance (Ebel, 1951). Finally, the discriminant validity of the
ratings was assessed by inspection of the matrix of heterotrait corre-
lations, in particular, their difference from zero and magnitude in
comparison with the reliability ratings. These comparisons were
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considered the best possible estimates of the construct validity of
the scales.
Repeated measures analyses of variance were used to test for
group differences in distractibil ity on the card sorting task.
The life change data were scored by multiplying the LCU value
times the event's frequency of occurrence (Bieliauskas and Strugar,
1976). Masuda and Holmes (1967) have shown that parametric statis-
tics are appropriate in the analysis of life change data from the
SRRS. However, given the relatively small number of subjects in this
study, the distribution of LCU scores was quite skewed, especially on
the upper end; hence, nonparametric statistics were employed.
Mann-Whitney tests were used to compare the number and total LCU
value of life events for the two groups. Chi squares were used to
further assess the relative frequency of individual events.
T- tests were used to compare high and low achievers in their
participation in community organizations. Finally, intercorrelations
were computed among all the dependent variables.
CHAPTER IV
RESULTS
This chapter begins by comparing high and low achievers with
respect to the four major classes of dependent variables in the
'
study: interpersonal style, attention, life change, and participa-
tion in community organizations. When appropriate, the dependent
variables have also been correlated with the sample-defining demo-
graphic data and achievement test scores. The sections following
these comparisons present the correlations of the interpersonal
style dimensions with performance on the attention task and the life
change data. In the last section, students with much and little
life change are compared, irrespective of achievement status.
Special emphasis is given to high achievers with substantial life
change, those who may be considered the most "invulnerable" children.
A short summary concludes each section.
Interpersonal Style
In an effort to clarify the interpersonal style characteristics
which differentiate high and low achievers, three major-subject
teachers assessed each subject on twelve dimensions of interperson-
al style. Appendix M shows the mean teachers' rating of the twelve
interpersonal style dimensions for each high achiever. Appendix N
shows these data for the low achievers.
Table 1 shows the mean teachers' rating of the twelve inter-
personal style dimensions for each achievement group. It also
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presents the results of t-test comparisons between the groups
for each interpersonal style dimension. Two-tailed tests of signi-
ficance were used for all comparisons even though specific hypotheses
had been stated for seven of the dimensions (principled/expedient,
trusting/mistrusting, tolerant/hostile, independent/yielding,
'
deliberate/impulsive, frequently/infrequently consults adults, and
effectively/ineffectively mobilizes adults in his behalf). This
seemed prudent given the generally poor reliability and validity of
the ratings, discussed later.
Table 1 about here
As was generally expected, many of the interpersonal style dimen-
sions-eight, in fact-significantly differentiated the high and low
achievers. Table 1 shows that, in accord with hypotheses two through
five, high achievers were rated as significantly more deliberate,
tolerant, socially trusting, and principled than were low achievers.
Moreover, the high achievers were considered significantly less
attention-seeking, more nurturant and more directive. No specific
hypotheses had been stated regarding these latter dimensions.
Also, while the teachers felt that the groups did not differ
significantly with respect to their frequency of consulting adults
(disaffirming hypothesis six), when they did do so, the high achiev-
ers were considered significantly more effective in mobilizing adults
in their behalf (confirming hypothesis seven).
Contrary to hypothesis one, teachers did not rate the high
achievers more independent than the low achievers; they rated the
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groups similar!, on this dimension. Finally, the achievement groups
did not differ with respect to the dimensions sociable/detached nor
succorant/help-avoiding. No hypotheses had been stated concerning
these dimensions.
It may be recalled that the low achievers were significantly'
(about one year) older than the high achievers. Age did not corre-
late significantly with the teachers' ratings on any of the inter-
personal style dimensions, though there was a trend for older sub-
jects to be considered more attention-seeking (r =
-.25, p<.10).
The age difference, therefore, tends to confound the finding that
low achievers seek more attention than high achievers. Also, there
was a trend for age to correlate with effectiveness in mobilizing
adults in one's behalf (r =
-.25, p<.10). This association, however,
runs counter to the finding that high achievers are more effective
than low achievers in mobilizing adults. This latter finding is
thus uncontaminated by the age correlation. Furthermore, it sug-
gests that in their effectiveness in mobilizing adults, high achiev-
ers act in a way more typical of older youngsters.
Reliability and validity
. Table 2 shows (along the major
diagonal) the intraclass correlation coefficients of the teachers'
ratings on each of the twelve interpersonal style dimensions. These
values, which estimate the degree of inter-judge agreement, were
derived from the mean squares for subjects and for error in re-
peated measures analyses of variance, in accord with the reliability
formula proposed by Snedecor (1946). In this study, the sources of
the various ratings were not known because teachers' names were
removed from the forms; hence, following Ebel (1951), the between-
raters variability was included in the error term. The resulting
values summarize, in effect, the average reliability for all three
possible pair-wise combinations of three raters, as well as the re
liability of the one possible triad (Ebel, 1951).
Insert Table 2 about here
The reliability values shown on the major diagonal in Table 2
are generally quite low, indicating considerable inconsistency among
teachers' ratings. Four values were statistically significant,
though none of the twelve exceeded
.60, the level of inter-judge agree-
ment frequently accepted as the minimum needed to establish reliabili-
ty (Shay, 1978). Table 2 also presents the matrix of heterotrait
Pearson correlations among the scores for each subject on the twelve
interpersonal style dimensions. The correlations are generally quite
high; 54 of the 66 correlations (82%) were statistically significant.
Furthermore, most are higher than the reliability correlations. In
this case, then, the ratings of different traits by the same rater
agree to a greater extent than do the ratings of the same trait by
different raters
.
These results reveal relatively poor discriminant
validity among the dimensions; rather than measuring unique, different
traits, the ratings appear to show a large halo effect.
It is reasonable to assume that halo and devil effects may oper-
ate potently with children who are considered at the top and bottom
of their grades. For example, interpersonal style characteristics
defining the halo may cluster together and be found more frequently
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Interpersonal Style Dimension
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in high than in low achievers. The directions of the correlations
suggest that the traits directive, sociable, succorant, nurturant,
principled, trusting, tolerant, independent, and effective in con-
sulting adults, were often grouped together. These perhaps more
positive values were more frequently associated with the high achiev
ers. This is consistent with the presumption that teachers' judge-
ments about their pupils' traits are favorably influenced by super-
ior scholastic performance. Nevertheless, independent evidence
recently reported by Shay (1978) supports the convergent validity of
composite teachers' ratings despite "halo" and "devil" effects. It
can thus be inferred that the favorable general characterization
of the high achievers is valid.
In summary, the interpersonal style ratings by three major
subject teachers revealed many significant differences between high
and low achievers. High achievers were significantly more deliber-
ate, tolerant, socially trusting, principled, nurturant, directive,
effective in mobilizing adults' help, and less attention seeking
than low achievers. No group differences were found in the ratings
for sociability, succorance, independence, or frequency of consult-
ing adults. Analyses of the reliability and validity of the ratings
however, dictate extreme caution in interpreting these results.
Inter-judge reliability was generally poor, and the heterotrait
correlations suggested poor discriminant validity among the traits.
It seems likely that strong halo and devil effects may have signi-
ficantly influenced the interpersonal style ratings so that high
achievers were assigned more socially desirable traits. However,
composite teachers' ratings may be generally valid despite such
effects (Shay, 1978). The pattern of group differences, therefore,
is instructive, albeit not definitive.
Attention
Each subject sorted seven decks of cards: a practice deck
followed in random order by three decks having no irrelevant infor-
mation and three decks having two irrelevant dimensions. Three
basic scores were obtained: the time to sort each deck, the total
amount of interference by irrelevant information, and the number
of errors per deck.
Analyses by t-test revealed no significant differences between
high and low achievers with respect either to the sorting time or
to the number of errors on the practice deck.
Table 3 shows the mean sorting times broken down by card deck,
achievement group, and experimenter. Table 4 shows the summary
table of the repeated measures analysis of variance used to evaluate
these data.
Tables 3 and 4 about here
The results revealed no significant difference between high
and low achievers with respect to their sorting times. There was
an overall effect of distraction on the performances of both groups
Furthermore, the sorting times varied significantly as a function
of the relevant dimension.
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Table 3
Mean Sorting Time in Seconds on the Attention Task
Experimenter J
1* Achievers Low Achievers
Deck Relev. # Dimen. Irrel Author Assist. Author Assist. „ .
—
. Marginal
1. Form 0 14.90 16.25 15.33 15 .22 15.49
2. Line 0 16.40 17.93 16.80 17 .28 17.14
3. Star 0 16.60 19.68 17.70 19 .50 18.39
4. Form 2 16.30 17.46 16.33 15,.28 16.46
5. Line 2 23.40 22.04 23.63 21 .28 22.68
6. Star 2 21 .20 22.07 24.60 22,.00 22.67
Marginal 18.13 19.24 19.07 18 .43 18.80
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Table 4
Summary of Analysis of Variance for Sorting Times
Source
Sum of
Squares df
Mean
Square F
Mean
. oy 1 96297 .59 1451 .11
Group 0 .25 1 0 .25 0 .00
Experimenter 3 .70 1 3 .70 0 .06
GE 52 .35 1 52 .35 0 .79
Error 2919 .89 44 66 36
Irrelevant dim. (#) 842 04 1 Q/I O C\l\04 81 .77**
IG 0 .16 1 0 16 0 .02
IE 86 .51 1 86 51 8 .40*
IGE 3 .99 1 3 99 0 .39
Error 453 .09 44 10 30
Relevant dim. (#) 1116 68 2 558 34 64 04**
RG 37 28 2 18 64 2 14
RE 17 31 2 8 66 0 99
RGE 5 33 2 2. 66 0 31
Error 767 18 88 8 72
IR 251. 27 2 125. 63 14 33**
IRG 11. 73 2 5. 86 0 67
IRE 24. 77 2 12. 38 1 41
IRGE 3. 72 2 1. 86 0 21
Error 771. 66 88 8. 77
*p < .025
**p< .001
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Importantly, the groups did not differ in the interference
associated with irrelevant information. The amount of interference
was small for both groups: 3.30 seconds per deck for high achiev-
ers, 3.89 seconds per deck for low achievers. In short, high
achievers were neither more nor less distractible than low achiev-
ers. Interference, regardless of magnitude, occurred in 80.6
percent of the cases (comparisons of decks with the same relevant
dimensions), but occurred no more frequently for low than for high
achievers
.
The interference effect depended on the experimenter and the
nature of the relevant dimension. In particular, interference
was significantly greater when the author was the experimenter or
when either line or star was relevant. It can be added that the
interference-by-experimenter effect did not vary as a function of
the achievement group.
In general, the subjects made very few errors on the card
sorting task. The average high achiever threw 2.4% of the cards
incorrectly--that is, made approximately .58 errors per deck--
while his low achiever counterpart threw 2.9% 0 r .69 per deck,
incorrectly. Eight high achievers and seven low achievers made
no errors on any deck.
Table 5 shows the mean number of errors, broken down by card
deck, achievement group, and experimenter. Table 6 presents the
summary table of the analysis of variance used to evaluate these
data.
Tables 5 and 6 about here
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Table 5
Mean Number of Errors per Deck on the Attention Task
Deck Relev.
cxper l menter
# Dimen. Irrel
.
High Achievers
Author Assist.
Low Achievers
Author Assist.
0
Marginal
1. Form 0
.00
.21
.20
.11
.15
2. Line 0
.00
.57
.07
.11
.21
3. Star 0
.10 .57
.07
.00
.21
4. Form 2
.10
.07
.07
.11
.08
5. Line 2 4.80
.43 2.60 2.11 2.33
6. Star 2
.50 .21 1 .40 1 .33
.85
Marginal
.92 .35
.73
.63
.63
Table 6
Summary of Analysis of Variance
for the Number of Sorting Errors
ouurce
Sum of Mean
Squares df Square
1
'
Mean 118 .38 1 118 .38 29 .46
Group 0 .18 i
i 0 .18 0 .04
Experimenter 7 .83 1 77 .83 1 .95
GE 3 .76 1 '3
.76 0 .94
Error 176 .76 44 4 .02
Irrelevant dim. (#) 65,.60 1 65 .60 19 .99
IG 2,.77 1 2 .77 U . o4
IE 19,.20 1 19 .20 5 .85**
IGE 14.,66 1 14 .66 4 .47*
Error 144..37 44 3 .28
Relevant dim. (#) 71.,39 2 35 .69 12 .52
RG 3. 89 2 1..95 0 .68
RE 18. 00 2 9..00 3..16*
RGE 12. 58 2 6,.29 2..21
Error 250. 85 88 2,.85
IR 65. 89 2 32.,95 10..36***
IRG 7. 12 2 3..56 1
.
.12
IRE 24. 57 2 12.,29 3..86**
I RGE 14. 20 2 7.,10 2..23
Error 279. 80 88 3. 18
* p < .05
** p< .025
*** p< .001
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For both groups, the number of errors varied as a function both
of the amount of irrelevant information and the relevant dimension.
Distraction increased the number of errors equally for high and low
achievers. The effect of distraction on the error rate varied as
a function of the experimenter and the relevant dimension. Particu-
larly, the interference effect, as reflected in the error rate, was
greatest either when the author was the experimenter or when line
was relevant. Finally, there were two significant three-way inter-
actions. The experimenter effect on the degree of interference
(error differential) was greater in the high achievement group,
and greatest when line was relevant.
In Chapter II it was shown that the effectiveness of selective
attention changes with age. Also, selective attention has been con-
sidered a cognitive process contributing importantly to school achieve-
ment (e.g., in reading). For these reasons, the amount of inter-
ference was correlated with seven variables that define subjects:
age, the Henmon-Nelson IQ, grade point average (GPA) , the Differential
Aptitude Test's verbal reasoning plus numerical ability score, and
achievement test scores on the Orleans Algebra Prognosis, Gates-
MacGinitie Reading, and Stanford Math tests. Interference was
negatively, but insignificantly, correlated with age and all of the
measures of ability.
In summary, performance on the card sorting task suggested that
high achievers were neither more nor less distractible than were low
achievers. This finding fails to confirm the hypothesized greater
distractibil ity of low achieving students. Interestingly, irrelevant
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information was frequently associated with a slight, though signi-
ficant, increase in sorting times for both groups. Few errors were
made on the card sorting and the high and low achievers both ex-
perienced a similar small, significant increase in their error rate
when distraction was present. The increase in sorting time associ-
ated with irrelevant information varied as a function of the experi-
menter, but this did not vary further with the achievement group.
Thus, the finding of no group difference in the influence of distrac-
tion was not contaminated by an effect due to the experimenter. As
in previous studies using this task (e.g. Strutt et al_.
, 1975), the
interference effect varied as a function of the relevant dimension;
it was generally strongest when the line or star dimension was rele-
vant. Finally, although selective attention has been considered by
many an important cognitive capacity contributing to school achieve-
ment, correlations of the amount of distraction with various intellec-
tual measures (and achievement test scores) revealed no statistically
significant relationships.
Life Change
As mentioned previously, the Social Readjustment Rating Scale
(SRRS) was used to assess life changes not only within the past three
years, but also over the entire life span. The SRRS, of course,
is most reliable when used to assess events within a relatively
short, recent period of time. However, there were no strong
empirical grounds from which to expect group differences to emerge
from data covering as short a period as three years. The life change
data were thus scored for two time periods: within the past three
years, for which recall was, predictably, best; and over the life
span, a composite score of all the life changes reported. It is
important to remember, however, that the data afforded only a
crude estimate of change over the whole life span; for the events
earlier in their lives, the subjects were asked only about life
changes having a life change unit (LCU) value of 52 or greater.
Appendix 0 shows for each high achiever the number and total
LCU value for events within the past three years, prior to three
years ago, and over the entire life span (a composite of all events
reported). Appendix P shows this same information for each low
achiever. Table 7 presents life change summary statistics for the
high and low achieving groups. This includes, for each group and
time period, the median and range of the number of events reported,
and the median and range of the LCU total. In general, there was
great wi thin-group variability in the life change data. For exampl
for the period within the past three years, some subjects reported
events totalling as few as 150 LCU; others, as many as 950 LCU.
Table 7 about here
Table 7 also shows that relatively few events were reported fo
the time prior to three years ago. The median number of earlier
events recalled was 1.83; 86% of the subjects recalled three or
fewer earlier events. Clearly, for the period prior to the last
three years, recall fell off dramatically.
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Table 7
Summary of Life Event Scores
for High and Low Achievers
High Low
Achievers Achievers
(n=24) (n=24)
Within 3 years
Median number, events 8.0 8.5
Range of numbers 4-16 3-19
Median LCU total 370.5 422.5
Range, LCU totals 609.0 870.0
Prior to 3 years ago (LCU-52)
Median number, events 1.3 2.3
Range of numbers 1-10 0-9
Median LCU total 60.5 115.5
Range, LCU totals 625.0 556.0
All events reported
Median number, events 10.0 11.5
Range of numbers 5-22 3-24
Median LCU total 485.5 597.0
Range, LCU totals 967.0 1149.0
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Considering all events reported for the entire life span, the
data revealed a trend for low achievers to have experienced more
life changes (z =
-1.35, p = .09, one-tailed test) and a greater
LCU value of life changes (z =
-1.54, p = .06, one-tailed test).
,
However, for the three years prior to the study, the groups did not
differ either in the number or LCU value of life changes (z = -.51
and
-.73, p>.20, one-tailed test).
Of particular interest was that the data showed low achievers
to have experienced more of the especially stressful life events
(LCU greater than 52); also, a significantly greater number and
LCU value of these events over their life spans (z = -2.03 and
-2.01, p<.025, one-tailed tests). Again, data from the three
years prior to the study showed group differences only marginally
significant; low achievers had experienced a slightly greater num-
ber (z = -1.22, p = .11, one-tailed test) and LCU value of serious
changes (z = -1.34, p = .09, one-tailed test).
In sum, the composite life change scores provided only marginal
support for the hypothesis that low achievers have experienced
more life change than have high achievers. Slight group differences
were evident from the life change data for the entire life, but not
from those for the last three years only. However, data from both the
life span and from the three previous years suggested that low
achievers may have experienced more frequent serious change. These
summary statistics, however, give no sense of the actual events
as they occurred in the lives of the subjects.
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Table 8 presents the frequency of occurrence of each of the various
Table 8 about here
events for each achievement group. This table describes all the life
changes reported for the life span, and the LCU value associated with
each event. A tabulation across both groups showed that the ten (of 38
possible) most frequently reported events accounted for 57% of the events
reported. For both groups, the first and second most frequently re-
ported events were beginning junior high school and moving to a new
school district. Other events frequently reported were a change in
acceptance by peers, one's own or one's parents serious illness and/or
hospitalization, a change in parents' financial status, and the death of
a grandparent. There was a significant rank order correlation between
high and low achievers with respect to the relative frequency of the
events reported (r = .57, p<.025).
Careful inspection of the relative frequencies of individual
events revealed that not only the composite life change scores but
also the relative frequency of some single events differentiated the
achievement groups. Some of the differences clearly reflected the
superior school performance of high achievers. Within the past
three years high achievers had made significantly more outstanding
personal achievements, many of which were school related (x = -4.81,
p< .05} , while low achievers were more frequently suspended from
school (x = 6.91, p < . 025) . Furthermore, the life span data added
to these findings a trend for low achievers to have more frequently
2failed grades in school (x = 2.96, p<.10).
Table 8
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Frequency of Life Change Events
Over the Life Span of High and Low Achievers
No. Event
LCU
Value
Hi nhn i yn
Ach.
Low
Ach. Suit
1. Death of Parent 94 1 5 6
2. Divorce of parents 84 5 3 8
3. Aquisition of vis. deformity 83 4 2 6
4. Marital separation, parents 77 1 1 2
5. Parent jailed, 1 yr. or more 76 0 0 0
6. Fathered unwed pregnancy 71 0 0 0
7. Visible congen. deformity 70 1 1 2
8. Discovery of one's adoption 70 2 1 3
9. First use, drugs/alcohol 70 2 7 9
10. Change in peer acceptance 68 19 18 37
11. Death of a friend 65 8 9 17
12. Parent's marriage to stepprnt . 63 5(4)** 4 9
13. Failure of a grade 62 3 8 11
14. Sister's unwed pregnancy 60 4(3) 3 7
15. Serious illness 59 15(11) 18(13) 33
16. Start of dating 55 8 14 22
17. Suspension from school 54 4(1) 9(4) 13
18. Parent's serious illness 54 12(11) 16(13) 28
19. Relocation , new schl . dist. 52 21(13) 32(18) 53
20. Parent jailed, 30 dy. or less 50 1 7(2) 8
21. Birth of sibling 50 5(3) 2 7
22. Failure to make activity 49 2 3 5
23. Parent's loss of job 48 6 9(6) 15
24. Inc. arguments bet. parents 48 5 4 9
25. Break-off with girlfriend 47 4 8(7) 12
Table 8 continued
No. Event
LCU
Value
High
Ach.
Low
Ach o urn
26. Inc. arguments with parents 46 8 10 18
27. ucyuiiimy ur jr. mgn scni. A C45 24 24 48
28. uu lo Laiiu i rig acnievemenu A C45 15(14) ** 6 21
29. Bl"Othf*y nr cktof
hospital ized 44 8(7) 7 15
30. Phannp nf fathom 1 p -i<-ii->onaiiye ui Tdtner S JOD A O42 5 5 10
31
.
Chanap narpnt 'c finann'ai
-.iiunyc, parciiL b ririanciai
status 40 12 9 21
32 i iu uric r ucy i rib WOrK 36 7 3 10
33. Death of grandparent 35 13(10) 10(8) 23
34. Addition of 3rd adult to
household 34 4 4 8
35. Sibling leaves home 33 6(4) 7(6) 13
36. Decrease in arguments
between parents 29 2 7 9
37. Decrease in arguments
with parents 29 5 3 8
38. Become full -fledged member
of a church 28 4 5 9
Frequency (number of Ss involved). This notation occurs
whenever the event repeated for one or more subjects.
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These differences suggested a potentially important consideration
Clearly, the life change events associated with school performance
were confounded with achievement status. For this reason, it seemed
appropriate to ask whether the groups might differ in their life
change totals if the school
-related events were excluded from analysis
When this was done, the results remained consistent with those report-
ed earlier. That is, while the groups did not differ in the amount
of life change in the three years immediately prior to the study
(z = -.72, p>.20, one-tailed test), for events over the life span,
the low achievers tended to have experienced a greater LCU value of
life change (z =
-.150, p = .07, one-tailed test). Furthermore,
excluding the school
-related events, the low achievers still exper-
ienced slightly more serious life change both in the past three years
(z = -.94, p<.20) and over the entire life span (z = -1.5
,
p=:.06).
Other group differences in the relative frequencies of single
events showed trends suggesting that low achievers may have come
from more marginal family backgrounds than had high achievers. The
data from the past three years showed slight trends for low achievers
to report more frequent beginning use of alcohol or drugs (x 2 = 3.42,
p<.10), starting to date (x 2 = 2.12, p<.20), relocating to a new
2
school district (x = 1.04, p<.30), having a parent jailed for 30
2days or less (x = 2.67, p<.20), and experiencing a decrease in the
o
number of arguments between one's parents (x = 3.42, p < .10).
Furthermore, over their life spans, low achievers had experienced
2
slightly more parental deaths (x = 2.98, p < . 10) . On the other
hand, high achievers reported slightly more often that their mothers
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had taken jobs in the past three years (x2 = 2.00, p<.20).
While the data thus far suggest that low achievers come
from marginal social backgrounds, their more frequently reported
decrease in parental arguments may seem to contradict this. The
low achievers gave a variety of explanations for the reported
decrease: for example, in one case the parents had separated and
reunited; in another, the father had stopped drinking; in a third,
the mother had moved out and not returned. Obviously, the decrease
in parental arguments had to be evaluated within the context of
the family life and did not necessarily indicate family stability.
In fact, it seemed to confirm the pattern of chronic instability.
Two other findings also supported the possibility that low
achievers came from more marginal family backgrounds. First, one
of the events on the SRRS, a move to a new school district, seemed
to be overly restrictive. Many students had moved within the school
district, so that their schools and many of their friends had
stayed the same. Counting all moves to a new household over a
life span, low achievers had moved significantly more frequently
than had high achievers (z = -2.15, p^.025).
Second, certain life changes were reported which were not
present on the SRRS, hence could not be assigned to LCU value.
Other events matched the SRRS events available, but seemed to
involve some unusual feature which might change the degree of
stress associated with the event--an expression of the limits
of the SRRS's usefulness in quantifying life change. The evidence
at this point becomes more anecdotal than quantitative. However,
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it can be said that high achievers reported ten unscorable events
which seemed to be legitimate life changes. Five other events
included unusual features. Low achievers reported five unscorable
events and two with unusual features.
These events, described in Appendix Q, were not reflections
of school behavior, but primarily negative experiences related to
the family. Their greater frequency of occurrence in the lives of
low achievers further supports the inference of greater marginal ity
in their families.
Some examples can clarify the meanings of "unusual" and "unscor-
able" events. One concerned the death of a subject's step-brother
in an automobile accident. This was scored 65 for death of a close
friend. This boy also reported that his four-year old step-sister
had been 'taken by force" out of state, the most appropriate score
for which seemed to be 33, sibling leaving home. As for events un-
scorable on the SRRS, one high achiever had experienced behavior
problems two years previously, which were mitigated by several months
of psychiatric treatment. Another boy reported a close friend's
hospitalization for a suicide attempt.
Finally, it was possible to segregate from the 38 life changes
all those which specifically reflected marginal home life. These
events, shown in Appendix R, included such changes as death, divorce,
or separation of one's parents, parent's loss of job, and addition
of a third adult to the household. When compared with respect to
these events, the groups tended to differ during each time period.
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Data for low achievers showed slightly more life change that reflects
marginal home background both for the three years prior to the study
(z = -1.06, p = .14, one-tailed test), and over their whole lives
(z »
-1.51, p - .07, one-tailed test).
Correlation analyses showed that the findings concerning
achievement status and life change were not influenced by the greater
age of low achievers. Age of subject did not significantly corre-
late with either the number or LCU value of life events considered
within either time period. Finally, the experimenters did not seem
to differ in their ability to elicit life change information from
the subjects, either with respect to the number or LCU value of life
changes reported to them.
In summary, the data revealed only marginal support for the hy-
pothesis that low achievers have experienced more life change than
have high achievers. This support was evident in the life span
totals, but not in the data for the three years prior to the study.
The data from both earlier and more recent years showed a trend for
low achievers to have experienced more serious life changes and more
events that reflect a marginal home background. It should be empha-
sized that these were tendencies shown in the data, not reflections
of statistically significant group differences. Low achievers tended
to have more frequently become involved with drugs or alcohol,
started dating, moved within their school district and to new school
districts, had parents in jail, and experienced deaths of parents.
Furthermore, as readily anticipated, the high achievers had excelled
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in school
-related performance; they had made more outstanding
achievements, had been suspended fewer times, and had failed fewer
grades. While there was great within-group variability in the
data, there was good overall agreement on the rank-order frequency
of many of the life events.
Participation vn_ Community Organizations
It was hypothesized that high achievers would have belonged
to significantly more community organizations than would low
achievers. Clearly, groups are important to all adolescents,
regardless of achievement status; but it seemed reasonable on
empirical as well as theoretical grounds to suppose that high
achievers would more frequently be involved with the well
-structured,
adult-supervised organizations surveyed in this study.
Analysis by t-test, however, revealed that the high and low
achievers did not differ significantly in the number of community
organizations to which they had belonged in the past year. High
achievers participated in a mean of 2.38 organizations (SD = 1.56),
while low achievers participated in a mean of 2.29 organizations
(SD = 1.60). Only four high achievers and three low achievers re-
ported belonging to no organizations. On the other hand, six high
achievers and six low achievers belonged to four or more organiza-
tions during the year.
The organizations reported fell into five categories: sports
teams, religious organizations, Boy Scouts, school groups and
miscellaneous others. The last type included, for example, the
Future Farmers of America, a stamp club, a Karate club, a gun club,
and the 4-H.
Table 9 represents the frequencies with which each group re-
ported membership in these various types of organization. It shows
clearly that the groups did not differ in the frequency of parti-
cipation in the five types.
Table 9 about here
The data also revealed that the high and low achievers had been
members of their organizations for nearly equal lengths of time,
and that most had joined with friends. Furthermore, high achievers
were no more often leaders in their groups than were low achievers.
During the interview about participation in community organi-
zations, the students frequently told about groups they had joined
prior to the past year, and usually within the past two or three
years. This information was not specifically requested, but was
noted nevertheless, and it came from both high and low achievers.
Of interest, thirteen low achievers spontaneously mentioned quitting
various groups, most frequently the Boy Scouts. Among the high
achievers, only seven mentioned quitting a club or organization.
The difference in reported quitting approached but did not reach
statistical significance (x 2 = 3.08, p < .10) . It was not clear
from the data why this was so, but the trend is consistent with a
pattern of marginal participation by the low achievers. The high
achievers may have been more judicious in their initial choice of
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groups, and/or generally more tolerant and adaptable. No high
achiever gave as a reason "because my friends quit"; no low
achiever gave as a reason "not enough time".
When asked about the changes in their participation in commu-
nity organizations during the past three years, thirteen high
achievers said that it has increased; six, stayed the same, and
five, decreased. Among low achievers, ten said their participation
had increased; six, stayed the same; and eight, decreased.
Analysis by chi square revealed that these two patterns of scores
were not significantly different. Overall, 23 students (48%) said
that their participation in community organizations had increased
in the past three years; twelve (25%) said that it had remained
the same; and thirteen (27%) said that it had decreased. As might
be expected, those who reported a decrease in participation in
community organizations actually listed fewer such groups (F = 6.96;
df = 2.45; p< .005).
In summary, the high and low achievers did not differ signifi-
cantly with respect to the number or types of community organizations
in which they had participated in the past year. Since most of the
students belonged to two or three organizations, almost none of the
subjects in either group could be typified as socially alienated.
By far, the most frequently reported type of organization was
the sports team. Both high and low achievers had been members of
their organizations for nearly equal periods of time, and usually
had joined with friends. High achievers were no more frequently
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leaders in their groups than were low achievers. Few students re-
ported quitting organizations, but there was a slight trend for low
achievers to report more such occurrences than high achievers.
Finally, high and low achievers did not differ with respect to
any change in their participation in community organizations within
the past three years. Most said that their participation had
increased.
Interpersonal Style and Attention
Analyses of the data sought to evaluate possible relationships
among the twelve interpersonal style dimensions and performance
on the speeded-classification card sorting task. Two scores from
the attention task were used: the total amount of interference and
the mean amount of time to sort each card. Pearson rank order
correlation coefficients were used to evaluate the relationships.
Actually, only one relationship was specifically hypothesized:
subjects rated most impulsive would be the most distractible. When
the data were pooled across subjects, this hypothesized relationship
was not confirmed (r = .12, p>.20, one-tailed test).
Only one correlation was statistically significant. The ex-
tent of yielding (giving way to others and conforming to the opin-
ions of the majority) was significantly related to the amount of
interference on the card sorting task (r = .33, p < .025) . This
finding was reminiscent of reports of a significant correlation
between suggestibility and the tendency toward field-dependence
(Witkin et al_.
,
1954).
In sum, the hypothesized relationship between impulsivity and
distractibility was not confirmed. However, there was a signifi-
cant positive relationship between the teachers' ratings of the
degree of yielding (as opposed to independence) and the amount of
interference on the attention task.
Interpersonal Style and Life Change
Table 10 presents a matrix of correlations which relate the
mean teachers' rating of interpersonal style with the total LCU
value for the past three years. Pearson product moment correla-
tions are shown for all subjects combined. No specific hypotheses
Table 10 about here
were advanced concerning these relationships. As can be seen,
those subjects who had experienced greater life change within the
past three years were significantly more help-avoiding, with-
holding, expedient, hostile and impulsive; this was also found
when the school
-related life events were excluded from the life
change totals. None of the correlations calculated for each
achievement group separately proved significant.
It was possible to evaluate the extent to which the correla-
tions between life change and the ratings of interpersonal style
were influenced by the achievement status of the students. To
do this a single achievement score was calculated for each subject
by averaging the z-scores for performance on each achievement test
(relative to the distribution of scores in the sample). The
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partial correlations shown in Table 10 reveal that, even when
achievement status was controlled, great life change was still
significantly associated with help-avoiding, and marginally
associated with withholding, expedience, hostility and impulsivity.
It must be emphasized that the potential mechanisms which mediate
these relationships are not clear from these data.
Extremes of Life Change
It was reported earlier that among both high and low achievers,
the number and LCU value of the life changes reported for the past
three years varied considerably. Over all subjects, the number
of events varied from 3 to 19 per subject; the total LCU value varied
from 103 to 973. Given these extremes, it seemed important to
inquire whether subjects with high and low life change differ with
respect to the other variables of this study, regardless of their
achievement status.
The highest and lowest quantities of the LCU distribution were
isolated. The sample comprised subjects with scores at or above
570 and at or below 290. These cut-off points were 0.74 standard
deviations above and below the mean. The difference between the
groups in LCU total for the past three years was highly significant
(t
22
= 11.98, p<.001).
The twelve subjects on the upper extreme were six high and six
low achievers. Among the subjects in the lower life change extreme,
seven were high achievers, five low achievers. Analysis by chi
square showed that the high and low achievers were similarly
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represented in the two extremes of life change.
Subjects in the extreme groups of life change did not differ
with respect to age, number of children in their families, member-
ship in community organizations, interference on the attention
task, or experimenter who tested them.
Those twelve students who had experienced the mos_t life
change were evaluated by teachers as significantly more help-
avoiding (t
22 = 2.11, p<.05) and significantly more hostile (t
22
=
2.12, p<.05) than those twelve with the least life change. They
also tended to be more expedient (t
22
= 1.76, p< .10) and impulsive
(t
22 = 1 .76, P < - 10) . However, none of these comparisons proved
significant when the data were further restricted to comparisons
within each achievement group, e.g., when high achievers in the
great life change extreme were compared to high achievers in the
lesser extreme. All these findings are consistent with the correla-
tions reported earlier between the amount of life change and the
various interpersonal style dimensions.
It was also possible to look at those subjects who had ex-
perienced any of the most serious life changes, here arbitrarily
defined as those having an LCU value or 70 or greater. Nine life
events fell into this category: a parent's death, parents'
divorce, acquisition of a visible deformity, parents' separation,
a parent jailed for a year or more, fathering a pregnancy, a
visible congenital deformity, discovering one's adoption, and
first use of drugs or alcohol. Only seven subjects, three high
and four low achievers, reported two of these events; none reported
more than two. On the other hand, nineteen of the 48 subjects
reported never having experienced such a serious life change.
Again, to discover group differences, the subjects who had exper
:
ienced two such changes were compared to those who had experienced
no such changes. The results revealed no significant differences
between groups with respect to any of the variables of this study.
Finally, it was possible to examine separately the six high
achievers with the greatest life change. These were considered the
most "invulnerable" youngsters in the study. These six boys had
significantly greater life change totals for the past three years
(t
22 = 7.17, p < .001 ) than had the other high achievers. It is of
interest, however, that they were not different from the other high
achievers with respect to any of the other dependent variables.
Statistical analyses of the data as well as examination of
the experimenters' notes revealed that few generalizations could
be made about these six youngsters. One generalization, however,
seemed in accord with the greater social trust observed in high
versus low achievers. These six high achievers seemed quite en-
gaging and sometimes remarkable in their willingness to. reveal
themselves with little prompting from the experimenters. In fact,
they elicited the experimenters' attention and effort as much or
more than any of the other high achievers. The experimenters'
notes concerning these boys contain numerous descriptions of
interpersonal style and quotations of their comments about a
wide range of topics. Hirsch and his colleagues (1965, 1967)
reported a similar phenomenon with the high achieving youngsters
they studied. Furthermore, these less formal findings seem to
underscore again the potential importance of interpersonal style,
differences in the characteristics of high achievers.
In summary, the data showed that those with great life change
were more help-avoiding, hostile, and to some extent, expedient
and impulsive than were those with little life change. Though the
data for all subjects showed these differences, the data for each
achievement group did not. These findings were thus consistent
with the correlations reported earlier between life change and
interpersonal style. While great life change again emerged as a
variable associated with teachers' characterizations of interperson
al style, the chain of causation is unclear.
The data overall suggest relationships among low achievment
status, great life change, and certain qualities of interpersonal
alienation. The problematic unreliability of the teachers'
ratings and the only slight association between life change and
achievement status must qualify any conclusions made about these
data. With these cautions in mind, one plausible conclusion is
that extreme family disorganization and conflict cause identity
confusion and general social alienation in children, which lead
in turn to poor school achievement and negative personal descrip-
tions from teachers. Another possibility is that high achievers
are less sensitive to the life change they experience, or at any
rate, that they do not become alienated from school nor change
their behavior toward teachers so much as low achievers do. The
association between life change and interpersonal style, however,
was a general one, and not differential among high and low
achievers. The appeal of the first explanation is that it
parsimoniously locates a primary cause of school achievement
and engaging personal style in the quality of family life, dis-
counting socioeconomic deprivation.
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CHAPTER V
DISCUSSION
This study was prompted by an interest in invulnerable children:
those in our society who, because of unknown strengths and/or social
forces, resist the broadly defined risk factors associated with
most mental illness. These children experience acknowledged adverse
conditions. We predict that their lives will be replete with un-
happiness, social deviance, and impaired functioning; yet they
emerge healthy, competent, productive members of society. While the
scars of these negative experiences may well be present, they are
neither obvious nor debilitating. These surprisingly healthy chil-
dren are specially important; for by telling us how they cope with
some of life's greatest difficulties, they may inform us, who would
prevent and treat emotional disorder, how to best do so.
To emphasize invulnerability is not to suggest a Pollyanna
attitude toward either the complexity of the human condition or the
ubiquity of human misery. It is, however, to recognize phenomena
which social scientists have all too often overlooked: that indivi-
duals do bring resources of strength to the difficulties they face;
that some individuals do bypass, correct, and overcome threats to
their development; and that our present hard-earned etiological
theories must take into account the diversity of human experience
and outcome. As clinicians, we may want to help the sick and save
the "throwaway" children of society. But to the extent that we
underestimate our clients, it is we who contribute to the throwing;
for without an appreciation for human strength and competence,
our therapies will evince condescension and our efforts at pri-
mary prevention court autocratic overintervention. As social
scientists, we may wish to understand the dynamics of maladjustment;
but if we fail to consider the language of personal adequacy, our
social-psychological theories will present value-laden oversimpli-
fications of the human possibility.
This is not meant to demean the rich humanitarian spirit of
the helping professions nor to derogate scientific efforts to delin-
eate truthful propositions. Rather, it seeks to correct the
disease-and-cure orientation that prevails in the mental health
professions
.
The concept of invulnerability is at present ill-defined. Ser-
ious theoretical as well as methodological issues remain unresolved;
the meanings of competence and risk are particularly problematic.
While presently no definitive empirical research literature exists
concerning children invulnerable to any developmental deviation or
mental disorder, the most robust such body of investigation con-
cerns high academic achievers from lower class backgrounds. Clearly,
social class is a complex, grossly-defined phenomenon, and high
academic achievement is only a meager index of the kinds of compe-
tence suggested in the concept of invulnerability. Furthermore,
the expression of this competence occurs in the highly structured
world of the school, a context dominated by middle class values
that reinforce a narrow band of intellectual and emotional activi-
ties. It is one thing to ask what differentiates high from low
achievers in the lower classes, another step again to suggest that
those characteristics may tell us something meaningful and impor-
tant about how these children cope with the stresses of lower class
life, and still another to connect these characteristics to the .
indefinite phenomenon, invulnerability.
This study did concern characteristics which might differenti-
ate high from low achievers. Moreover, the choice of dependent
measures was made with an eye toward defining the strengths of high
achievers; and, in the case of the life change inquiry, considering
some of the stresses with which these youngsters have coped. How-
ever, the dependent variables were not chosen because they helped
substantiate an over-arching theory of achievement behavior. Some-
what independent of one another, these variables were selected be-
cause of existing gaps in the current literature. The connections
to the wider concept of invulnerability are currently unclear.
This study, like many others within the past fifteen years,
demonstrates that lower class does not necessarily mean low achieve
ment. High achieving lower class youngsters do exist, and in this
study we found them in a large comprehensive junior high school in
southern Vermont. Since statistically such children are few, find-
ing an adequate sample took a good bit of searching through records
Even so, the subjects of this study were somewhat different from
those most frequently described in the literature, on two accounts.
First, the social class (within the lower class) of the subjects
was generally higher and more homogenous than we had hoped.
Seventy-three percent of the subjects came from "upper-lower" or
"working class" families. In accord with previous descriptions
of this group (Hoi 1 ingshead and Redlich, 1958), employment was
fairly stable, father absence was not especially high, and over
.
half the mothers held at least part-time jobs, usually in unskilled
or semi-skilled work. Achievement motivation, regardless of
achievement status, is generally high in this group. In short,
the initial population was simply not large enough for us to
find many high achievers from families of extremely low social
class.
Second, again because of population restrictions, the achieve-
ment level disparity between the groups was not as great as that
reported in many other studies. The high achievers in this study
compare favorably with those studied elsewhere (e.g., Greenberg and
Davidson, 1967); but the low achievers (here at least one year
below grade level) were generally not performing as poorly as those
chosen for other studies (at least two years below grade level).
It is important to recognize that these two considerations--30cial
class and achievement homogeneity—biased this study against finding
differences between the achievement groups.
Difficulties occurred, however, not only in finding an appro-
priate sample, but also in asking school children questions about
their life histories. Though straight-forward performance or
trait assessment research in the schools is commonplace, it is
ethically much more problematic to ask school children about events
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personal to themselves and their families. Despite clearly de-
scribed, scrupulously obtained informed parental consent, there
were difficulties throughout the study with parents concerned
over the information which might be or was revealed. Only the
sympathetic and supportive intervention of the school officials
helped smooth ruffled feathers and to insure continuation of the
project. Such support is indespensible for conducting such clini-
cally sensitive research in the schools.
Overall, the life change values reported compare favorably with
those in Coddington's (1972b) class 5 normative data. More impor-
tant, numerous findings of the present study suggest that high
achievers may experience somewhat less life change than do low
achievers. In general, the results were more clear-cut in data
from the entire life span. However, even within the past three
years, low achievers experienced slightly more of the serious life
changes. Also, in both the past three years and over the entire
life span, low achievers showed a trend toward having experienced
more of those life changes which signal marginal and disorganized
home backgrounds. With respect to individual events, the low achiev-
ers showed trends toward having more frequently moved within their
school district, and to new school districts; having parents in
jail; having experienced more deaths of parents; having begun dating;
and having been involved more often with drugs or alcohol. Because
of the age difference between the groups, it was not possible to
ascertain if the low achievers had started dating earlier than the
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high achievers.
Numerous researchers have wondered what it is about lower class
life that contributes to school failure. The findings of this study
(trends, though consistent trends) suggest that the frequency of l.ife
change, the sometimes pervasive disorganization of lower class people's
lives, may be one important factor. It can be assumed that the teen-
agers of this study were already coping with the developmental stress
of controlling heightened impulses and establishing their identities.
To this was added, especially for the low achievers, a burden of more
frequent stress in the families. These findings are consistent with
a frequently reported characteristic of low achievers: their external
rather than internal locus of control (e.g. Coleman et al_.
,
19-6).
It is easy to understand how youngsters who have experienced a greater
extent of life change and more in its serious forms would more
readily rely on external forces to control their lives, feel them-
selves the victims rather than the initiators of external events,
and, like Jossel son's teenagers low in psychosocial maturity (1975),
experience greater conflict in attempts to resolve the developmental
problem of activity/passivity.
These findings are also consistent with the data from recent
epidemiological studies of psychopathology. Ever since the pioneer-
ing work of Fan's and Dunham in the 1930s, researchers have specula-
ted about which specific aspects of disorganized social systems pro-
mote mental disorders. While stress has remained the single most
important organizing principle relating social factors to the
development of psychopathology, a host of specific aspects have been
101
suggested; for examples, physical insecurity, poor health, the
frustration of sexual and aggressive impulses, inadequate inter-
personal affiliations and social isolation. However, Bloom (1975)
has reported impressive data that "social disequilibrium" is the
specific factor most powerfully and consistently related to psycho-
pathology. Bloom's variable, social disequilibrium, is character-
ized by such factors as marital discord and family disruption,
high density households, school dropouts, and delinquency. More-
over, marital disruption is the most frequent and significant
correlate of patienthood. Bloom (1975) reports:
Social class (or what we have called socioeconomic
affluence), while somewhat related to first inpatient
rates, is a far poorer predictor of such rates than
the environmental measure of social disequilibrium
(p. 163)
Furthermore, the relationship of social disequilibrium to patient
status holds up significantly (and better than socioeconomic afflu-
ence) for all major diagnostic categories, over all ages, in private
as well as public treatment facilities, for outpatient and for in-
patient care, and also for readmission rates. Clearly, the social
disequilibrium variables are similar to those which this study has
shown to be marginally associated with low scholastic achievement.
From another persepctive, however, the finding of slightly
greater life change in the lives of low achievers seems to contra-
dict the portrayal of high achievers from lower class homes as
invulnerable children. In other words, they may not so much be in-
vulnerable as members of a more stable subculture of the lower class.
These data, however, are not wholly inconsistent with the concept of
102
invulnerability. As in the findings of Coddington (1972b) and
many others, there was enormous variability in the subjects' life
change totals. There was considerable overlap in the life change
scores of the two achievement groups. That is, there were low
achievers with little life change and high achievers with great
'
life change. This variability suggests that factors other than
life change affect achievement status and perhaps mediate the
effect of life change. Numerous researchers, among them Anthony
(1974), Chiland (1974), Fraiberg (1959), and Shipman (1976), have
emphasized that exposure to risk is not the sole determinant of
outcome. Indeed, this is borne out in the life change data of this
study.
It has not been the purpose of this study to investigate
mechanisms potentially underlying the relationship of life change
to achievement status, to explore the range of specific meanings
which life changes might have to various lower class people, nor
to categorize the means by which they cope with these changes.
However, it is noteworthy that family process variables may be
implicated in each of these considerations. Shipman and her col-
leagues at Educational Testing Service (1976) have recently reported
results from a six-year follow-up of eight and nine year old chil-
dren in a large longitudinal study evaluating the effects of the
Head Start Program. As in the present study, most the subjects were
from upper-lower or working class families. Within this relatively
narrow social group there was wide variation in the parental inter-
active patterns with the child, attitudes toward local schools and
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education, use and knowledge of community resources, participation
in extra-family activities, feelings of efficacy and optimism,
support of school
-related activities, and perceptions of the study
child. Within the category termed "interactive patterns with the
0
child", there were several aspects significantly correlated with
academic achievement: maternal warmth, use of more specific lan-
guage, greater reliance on verbal feedback from the child, encour-
agement of verbalization, use of positive versus negative controll-
ing techniques, the extent of supportive statements about early
school experiences, and the provision of rationales based on feel-
ings and logical consequences rather than on power and normative
expectancies
.
Furthermore, these process variables were better associated
with achievement outcome than were the gross status or situational
variables of the study. Shipman et al_. (1976) write:
Family process variables are thus considered as the
underlying mechanisms by which child outcome
differences associated with family status character-
istics are created and maintained, (p. 168)
Most important, the particular family process variables
Shipman emphasizes reconcile the lower life change of high
achievers with their characterization as invulnerable children.
That is, high achievers from lower class backgrounds may dwell
in a more stable subculture of the lower class and also be
invulnerable. The link is established by the reasonable assump-
tion that family process variables promote higher achievement
status, characteristics of invulnerability, identity development,
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and less life change, by simultaneously providing an emotional
orientation toward rather than away from school, supporting cogni-
tive mechanisms and personal characteristics rewarded in school,
(e.g., reflection, rationalization), and increasing the happiness
and stability of family life. In this latter regard, for example,
maternal warmth, encouragement of verbalization, reliance on
feedback from the child, and use of positive control techniques may
all promote a family climate conducive to less marital discord,
less active rebellion from children, and fewer hospitalizations for
stress-related disorders. In short, there would be less of the
kind of life change which reflects a marginal, disorganized home
background. From this view, the arrow of causation is not unidirec-
tional, but circular; that is, the potential underlying mechanisms
of invulnerability (such as family process variables) and the person-
al characteristics of high achieving children may both reflect and
promote greater stability in their lives.
Unfortunately, this study offers little conclusive data about
the positive characteristics of high achieving lower class young-
sters, or, more particularly, those with especially substantial
life change. No significant differences were found when the high
achievers with great life change were compared to the other high
achievers in the study. Anecdotally, the experimenters, blind
to the achievement status of the students, were impressed with the
engaging personal qualities of many of these youngsters. The
experimenters' notes were filled with spontaneous descriptions and
direct quotations of the students' remarks. It seemed possible
that something about the interpersonal style of these youngsters
provoked these responses. However, among the high achievers,
teachers' ratings did not differentiate these subjects.
Many previously reported threads of evidence suggest that
interpersonal style variables might significantly distinguish high
from low achievers. Differences in self-esteem, effective internal
ized control, self-responsibility, del iberateness, self-perception,
and optimism are all aspects of ego autonomy and ego strength
which provide a foundation for potential interpersonal style
differences between the groups. Data from a variety of sources
suggest that not cognitive nor emotional factors, but rather the
quality of interpersonal relationships is the most important factor
distinguishing high from low achievers. Furthermore, interpersonal
style differences seemed a reasonable and potentially fruitful per-
spective from which to view the strengths of invulnerable children.
Such differences may reflect the means by which invulnerable chil-
dren get physical and emotional supplies from those available
around them (however few or inadequate they may be). From another
viewpoint, intervention strategies are often interpersonal in
nature; and the underachieves in our schools, the maladjusted
deviants of our society, are often "unreachable" largely because
of their poor ability to form, maintain, and benefit from personal
relationships.
It was hoped that a rating instrument using dimensions from
the Interpersonal Style Inventory of Lorr and Youniss (1973)
might help clarify the interpersonal style characteristics dis-
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tinguishing the groups. As generally expected, many of the inter-
personal style dimensions, in fact eight of them, significantly
differentiated the achievement groups. Teachers rated high achiev-
ers significantly more deliberate, tolerant, socially trusting,
directive, principled, nurturant, effective in mobilizing adults'
help, and less attention-seeking, than low achievers. However, the
heterotrait correlations suggested that teachers may not have made
meaningful distinctions among the various interpersonal style dimen-
sions. Indeed, we found strong "halo" and "devil" effects; high
achievers were assigned more positive, socially desirable attributes
(e.g., tolerant, principled, trusting, etc.) while low achievers
were characterized more negatively (e.g., hostile, expedient, mis-
trusting). This is particularly troublesome; indeed, it is widely
believed that teacher judgements about such traits are substantially
determined (i.e., contaminated) by the school performance of the
children. Shay (1978), however, has demonstrated with independent
evidence the convergent validity of teachers' ratings despite halo
and devil effects. Hence, it can be inferred that the high achiev-
ers' favorable general characterization reported in this study may
be more valid than the data suggest.
The interjudge reliability of the ratings was also generally
low, most frequently in the .10 to .20 range for three raters.
These correlations suggest that the teachers were not consistent
in their halo or devil assessments, and that perhaps the students
altered their behavior significantly as a function of teacher
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characteristics, the subject matter being taught, and/or the dynamics
of each classroom group.
Because of the poor reliability and validity of the data, the
findings of this study add little to our knowledge of the specific
interpersonal style characteristics which differentiate high and
low achievers. However, there is reason to believe that the com-
posite teacher ratings may have been both more reliable and valid
than it was possible to demonstrate. Pursuit of this possibility
was precluded by the school authorities' restriction on releasing
teachers' names.
The faults of the teachers' ratings likewise qualify the finding
of an association between great life change and the characteristics
of help-avoidance, with-holding, expedience, hostility, and impulsi-
vity.
From these data, if the composite teacher evaluations are trust-
worthy, it would be reasonable to conclude that great life change
is associated with a generalized interpersonal style that is sullen,
abrasive, and impulsive. Understandably, behavior of that sort in
school would lead to negative teacher evaluations and general alien-
atfcn from school, regardless of the child's actual or potential
achievement. Moreover, such behavioral characterization is also
consistent with a home background that is marginal, frequently
disrupted and discordant.
This leaves open, however, the question of how in future re-
search to obtain information about interpersonal style. There is
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ample evidence in the literature suggesting that not only are teachers
in an excellent position to make such ratings, but also that, given
accurate screening tools, they make both valid and reliable assessments
of their students (Shay, 1978; Strutt and Watt, in press). There are
currently available many instruments designed to detect early signs of
maladjustment, many of which are interpersonal in nature. However, these
instruments vary widely in the age group for which they are appropriate,
their complexity, the demands they make on teachers' time, and the extent
to which they have been shown to yield both valid and reliable results.
"Halo" and "devil" effects plague teachers' ratings, and few devices
assessing classroom behavior and adjustment have been rigorously
tested for both reliability and validity.
A notable exception is the Amherst Pupil Rating Form, a device
clearly better than the one used in this study to test the hypotheses
concerning interpersonal style. Shay (1978) has recently shown that
the Amherst Pupil Rating Form is a both reliable and valid instrument
for evaluating the adjustment of junior high school students. Further-
more, many of the 28 bipolar traits assessed with this device measure
aspects of interpersonal style. The device has a clearly interpreta-
ble factor structure and is short enough to be easily completed by
teachers (10-15 minutes). Most important, Shay has demonstrated excel-
lent test-retest and interjudge reliabilities, adequate content valid-
ity, and, using the rigorous mul ti trait-mul timethod design pro-
posed by Campbell and Fiske (1959), excellent or good construct
validity for 10 of 13 scales examined.
The hypothesized greater distractibil i ty of low achievers
was not supported by the results of this study. Both groups
showed a slight, though significant interference effect. Possibly
the children were too old to show the expected interference. Earl
adolescence is the time when children undergo a "period of develop
ment of the ability to shut out undesired stimuli" (Maccoby and
Hagen, 1965, p. 288). This finding, confirmed using the card
sorting task of Strutt et a]_. (1975), suggests that by the age of
the subjects in this study, the interference effect, on develop-
mental grounds alone, should be negligible or absent altogether.
From this perspective, it was a tenuous hypothesis indeed to
suggest that the interference effect would be large and variable
enough in these subjects to yield significant differences between
the achievement groups. It must be noted that the sorting times
found in this study, as well as the high percentage of cases of
interference, correspond closely with the data reported by
Strutt et al_. (1975).
Little need be said about the data concerning participation
in community organizations. The achievement groups did not differ
with respect to the number or types of groups to which they be-
longed. Most subjects belonged to two or three organizations,
and had increased their participation in the past three years--a
reflection, perhaps, of the importance of group activities in the
lives of adolescents. Two considerations probably influenced
these results. First, the adolescents in this study were not,
for the most part, from the most impoverished, disorganized
stratum of society, that group frequently found to be alienated
from-even hostile toward-organized community activities. In
fact, as children of the working class, the subjects may have
been inclined toward group participation by the prospects of
social mobility. Upward social mobility is often marked in the
working class (Heckhausen, 1967); and Douvan and Adelson (1958)
have shown that upwardly mobile youngsters frequently take advan-
tage of organized activities. Second, the school and community
in southern Vermont seemed particularly rich in the number and
variety of organized activities it offered its youth.
The results of this study, especially those concerned with
life change, along with those of Shipman et al_. (1976), suggest
that even within a relatively narrow band of the social spectrum
there exist large and important differences in the quality of
peoples' lives. These findings highlight the imprecision of
using broad demographic data to measure social class, and suggest
the need for considerable refinement in our understanding of
social stratification. Furthermore, the findings of Bloom (1975)
suggest that the broadly defined variable, social class, may
have finally outlived its usefulness in epidemiological research,
at least that which concerns mental disorder. Shipman et al_.
(1976) emphasize that indices of social class such as the occupa-
tion of the head of the household or parental education assume
"constancies of meaning within and across groups" and tell little
Ill
IS
about the type or amount of stimulation a child received in hi
home environment. Pavenstedt (1965) has likewise stressed that
there exists a wide range of home environments within the lower
class, variability indicative of differing subcultures or strata,
each with a little more organization and internal stability.
Shipman et al_. (1976) assert:
5J ^
atl\ gu 0U ? ca Je9°ries are thus replaced by delineatiorof those behavioral and attitudinal variables reflecting
processes which link social and cultural environments
to the emerging capabilities of young children,
meaningful SES relationships may be determined.' By
isolating more exact demographic characteristics, we
should be in a better position to explain why, within
homes of similar socio-economic status, so much
variation in process is found, and why there are so
many notable exceptions to the low status-low
achievement maxim, (p. 3)
In sum, the results of this study reveal little conclusive evidence
concerning the characteristics of lower class high achievers that
might refine our definition of invulnerability. On a theoretical
level, much remains to be done toward creating a language with
which we can accurately and usefully describe the varieties and
mechanisms of human competence. However, we who are interested in
invulnerability, like those interested in children at risk, must
look to developmental psychology for understanding normal behavior-
al development, the standard against which to assess deviance.
Garmezy (1974), particularly, asserted that the study of invulner-
ability requires the definition of age-specific criteria of
competence.
Until recently, developmental psychologists have been reluctant
to consider behavioral abnormality. Some shift, however, may be
under way. For example, Piaget (1975) recently wrote:
Since there are those who remain normal in situations
where others have become variously disturbed the
meaning of the disorder to be remedied can be extremelvdiverse, and in order to grasp it, it is necessary^
>
immerse oneself in the ensemble of elements involved
at different developmental stages, the order of which
'
is by no means fortuitous, but resembles the orderly
sequence of stages observed in embryogenesis
(pp. vii-viii)
Piaget adds:
developmental psychologists (including myself) are
looking forward with great expectation to the emergence
of devel opmental psychopathol ogy as a new discipline
still struggling to organize its own relevant field of
knowledge. They are hoping especially that in spite
of all the obstacles in the way, and the huge amount
of creative effort required for the purpose, that this
science will constitute itself on an interdisciplinary
basis as wide as possible, on a common language that
helps to unify what is precise and general izable.
(Piaget, 1975, p. ix)
The study of invulnerable children may serve as a point of
common ground between those interested in normal and those in
abnormal development. Furthermore, it may generate significant
findings relevant to clinical practice and evolve for psychology
a more coherent model of man.
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Appendix A
High Achievers: Grade, Age, Father's Occupation, Social
Class, Number of Children, and Sibling Position
Number
iNumoer trade Age Father's Occupation
Social
Class
of
Children
Sibl in
Positi
714 7 13 Carpenter 5 4 4-Y
7114 7 13 Truck Driver 6 3 (2) 1-0
7122 7 13 Construction 5 7 6
7129 7 13 Truck Driver 6 4 4-Y
7130 7 13 Construction 5 5 3
7134 7 13 Mechanic 5 7 (3) 2
7137 7 13 Li no typer 5 7 4
7141 7 13 Pol iceman 5 2 1-0
7143 7 13 Machinist 5 5 3
7148 7 13 PI umber 5 3 2
7152 7 12 Fireman 5 2 1-0
7153 7 13 Typewriter Repair 5 3 1-0
7156 7 12 Molder 5 5 5-Y
7157 7 12 Bookbinder 5 2 1-0
7159 7 13 Truck Driver 6 6 5
7164 7/ 1?1 Cm r i in ic
r
c0 oc 1 -0
812 8 13 Printer 5 5 3
816 8 14 Foreman 5 3 1-0
9113 9 15 Herdsman 7 4 • 2
9114 9 14 Truck Driver 6 5 (2) 1-0
9119 9 15 (Mo)* Molder 5 4 4-Y
9121 9 14 Pressman 5 6 5
9124 9 15 Mechanic 5 2 2-Y
9125 9 15 Television Repair 5 4 1-0
Where half- and step-siblings are included in the total, the number
of biological siblings (including the subject) is given in parentheses.
Appendix A continued
Sibling position is relative to
0 = oldest, Y = youngest
*Mother's occupation
the biologically related siblings
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Appendix B
Low Achievers: Grade, Age, Father's Occupation, Social Class,
Number of children, and Sibling Position
Number Grade Age Father's 0«~cuDatinn
Social
l 1 3 O CU 1 aSS
Number of
PL 1 JChildren
Sibling
?
Position
721 7 14 Truck Driver 6 7 1-0
6
723 7 14 Baker 5 7
7210 7 14 Truck Driver 6 4 2
7213 7 13 Railroad Trackman 6 2
u
1-0
824 8 13 Truck Driver 6 8 (3)
8
1-0
8217 8 13 (Mo)* Paper Wrapper 6 8-Y
8220 8 13 Bus Driver 6 4 4-Y
8222 8 14 Machinist 5 5 4
8225 8 13 Mailman 6 3 3-Y
8235 8 13 Blocker 5 4 1-0
8248 8 13 (Mo)* Nurses' Aide 5 8 8-Y
8250 8 14 None 7 3 3-Y
928 9 16 Foreman 5 6 (2) 1-0
9212 9 14 Foreman 5 3 1-0
9230 9 16 Construction 5 4 2
9231 9 14 Foreman 5 4 3
9233 9 14 Printer 5 4 2
9234 9 15 Boat Operator 5 4 3
9240 9 15 Foreman 5 2 (1) 1-0
9246 9 14 Bookmaker 5 2 1-0
9247 9 14 Printer 5 4 3
9250 9 14 PI umber 5 3 1-0
9251 9 15 Television Repair 5 4 1-0
9260 9 15 Foreman 5 3 1-0
Where half- and step-siblings are included in the total, the number
of biological siblings (including the subject) is given in parentheses
2
Sibling position is relative to the biologically related siblings.
0 = oldest, Y = youngest
*
Mother's occupation
Appendix C
INTERPERSONAL STYLE SCALE
Date:
Student:
Teacher:
Directive: To assume the lead and to
direct and to influence others.
Non-directive: To avoid directing,
influencing or leading others.
Attention-seeking: To attract attention
to oneself by one's behavior, appearance
or style.
Attention-avoiding: To avoid behavior
which might attract attention.
Sociable: To seek the company of others
and make friends easily.
Detached: To seek privacy, to limit
social interactions, and to make
friends slowly.
Succorant: To look for and to accept
help, advice and encouragement from
others.
Help-avoiding: To handle situations by
oneself and reject help when offered.
Nurturant: To offer help and to give
support to others.
Withholding: To withhold aid, sympathy
or support from others
Principled: To act by moral principles
and to experience guilt upon violating
the rights of others.
Expedient: To ignore moral principles
when it is to one's own advantage and to feel
no subsequent guilt.
Trusting: To expect others to be fair,
trustworthy and basically good.
Mistrusting: To expect others to be
unfair, undependable and not deserving
of trust.
Non-
Directive I I I I I I I di recti ve
Attention-
,
Attention-
seekin 3 I I I I I I I avoiding
Sociable I I I I I I I Detached
Help-
Succorant /////// Avoiding
With-
Nurturant /////// holdi ng
Principled /
/
I I I I Expedient
Trusting /////// Mistrusting
Tolerant: To tolerate hostile acts from
others and to remain undisturbed.
Hostile: To be stirred and to express
anger directly or through vengeful forms.
Independent: To form and speak out for
one's own opinions, to resist change. indepen-
Yielding: To give way to others and to
conform to the opinions of the majority.
Tolerant /_ / I I I I I Hostile
dent I I I I I I I Yielding
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10. Deliberate: To act with del iberation,
care and emotional control.
Impulsive: To act on impulse and to
be emotionally free and expressive
Teenagers often look to adults as
resources for information, advice
and service. Please rate the
frequency with which this student
consults you as such a resource.
Some teenagers are especially able
to mobilize adults in their behalf.
Others are less able, even though they
may try to do so frequently. Please
rate how effective this student is in
eliciting your help. (Are you
attracted to teaching and helping
this student?)
11
12.
0e1iberate I I I I I I I Impulsi
Very
v
Frequently /////// Seldom
Very
Effective /////{/ ineffecti
ve
ve
Please feel free to add any description of this student's interpersonal style which youfeel might be helpful, on the reverse side of this sheet. Thank you.
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Appendix D
Description of the Test Stimuli
Used in the Attention Task
Relevant Irrelevant Number of
Deck Dimension Dimension Different Stimuli
A Form 0 2
B Line 0 2
C Star 0 2
D Form Line & Star 8
E Line Form & Star 8
F Star Form & Line 8
porm Line Star Form, Line, & Star
I
• LTJ
0 6
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Appendix E
The life change events and their
values for junior high school age group
(from Coddington, 1972a).
Life Change Lif^' ?5an 9 e
Units
Death of a parent n4
Divorce of parents
8J
Acquiring a visible deformity 83
Marital separation of parents 77
Jail sentence of parent for 1 yr. or more 76
Fathering an unwed pregnancy 71
Having a visible congenital deformity 70
Discovery of being an adopted child 70
Becoming involved with drugs or alcohol 70
Change in child's acceptance by peers 68
Death of a close friend 65
Marriage of parent to stepparent 63
Failure of grade in school 62
Pregnancy in unwed teenage sister 60
Serious illness requiring hospitalization of child 59
Beginning to date 55
Suspension from school 54
Serious illness requiring hospitalization of parent 54
Move to a new school district 52
Jail sentence of parent for 30 days or less 50
Birth of brother or sister 50
Not making an extracurricular activity he/she wanted 49
Loss of job by a parent 48
Increase in number of arguments between parents 48
Breaking up with a boyfriend or girlfriend 47
Increase in number of arguments with parents 46
Beginning junior high school 45
Outstanding personal achievement 45
Serious illness requiring hospitalization of brother or sister 44
Change in father's occupation requiring increased absence
from home 42
Change in parents' financial status 40
Mother beginning to work 36
Death of a grandparent 35
Addition of third adult to family (i.e., grandparent, etc.) 34
Brother or sister leaving home 33
Decrease in number of arguments between parents 29
Decrease in number of arguments with parents 29
Becoming a full fledged member of a church 28
Appendix F
Letter Requesting Parental Consent
Dear
I am conducting a research oroiect at . ...
teenagers' performance in school Slates to their particiDaS^n^ 165 h°W
or sisterj. I will ask him only which events occurred and u-m a . LJ Lutner
SH5K! ln . Sprinfield and Amherst, Massachusetts. Also, I have had cons id-erable experience doing research with children and teenagers Daniel PAnderson Assistant Professor of Developmental Psychology at the Universityhas also helped plan and will supervise this research. We have conducted
iSZL hi
rTar? WUh a . 1arge number of onagers and children. In every casethey have found our projects interesting, educational, and fun
with Mr ^^M2,-Ct WUh ft, ' Superintendent of Schools.
ISii h '
3 d W1th Mr
- '
Guldan ce Counselor; to insure that your
will have a pleasant, enjoyable experience while contributing to our
understanding of teenagers. Of course, in addition to askina your permission,
I have asked your son if he wishes to participate, after first tellina him
about our procedure. I have told him that he doesn't have to answer anyquestions that he might not want to.
c.h^y
hiS
u-
nf0rma
!
i0n
^
il1
,
be valuable in helping educators understand teenagers'
school achievement. Clearly, the more we understand them, the better we can
serve these youths. I hope you will help us in gaining this understanding.
If you will permit your child to participate in this study, please check the
appropriate space on the permission slip, sign the form, and have your son re-
kVLl0 1n the Guidance Office. If you would like any more informationabout this project, please feel free to call me on Mondays, Wednesdays, or
Fridays; or to call on any school day, at
, extension 40.
Thank you.
Sincerely,
George F. Strutt, Jr.
I give my permission for my son to participate in
Mr. Strutt 's research study
I do not give my permission
Parent's signature
140
Appendix G
Interview Format
I. Introduce self. Thank you for coming." Build rapport.
II. This isn't a test.
III.
IV.
you to do something which involves sorting some cards. OK?
V. I also want to let you know that none of these things I'm
asking about you will go beyond me. They won't go into your
school record, or to your parents, or to your teachers.
VI. Also, if you don't want to answer something, just say so. OK?
VII. Do you have any questions?
VIII. First, I want to check some basic information.
(GO TO DATA SHEET # 1)
IX. Nowl want to ask you about the clubs or teams that you've belonged
to in the last year. I'm thinking of groups you don't have to
belong to but do because you want to: groups like athletic
teams, YMCA, school clubs, Boy Scouts, church groups, 4-H,
or whatever you can think of.
(GO TO DATA SHEET #2)
(Ask about each club:
1
.
How long a member?
2. Did he have a rank or office?
3. How did he happen to join?
4. How did he happen to quit?)
X. OK. The next part concerns the important changes that have
happened in your life during the past three years; things like
moving to a new house, divorce or separation of parents, suspen-
sion from school, breaking up with a special girlfriend, etc.
Do any particular things come to mind?
(GO TO DATA SHEET #3, Part 1)
XI
* S^ci'V^6 t0 ask you about some of the events listed on
Th^-s rihoie
s
f0 ;
n
nS
ase t may i;ave forgotten^ •
nf 111 . , 1 ? t ?f events on the lis t here, and for someof^them I d like to know if the event ever happened in yolTT
(GO TO DATA SHEET #3, Part 2)
XII. Do you have any questions?
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Appendix H
The Order and Grouping of the Life Events
as Asked of the Subjects
Part 1
. Free Recall
Life changes: (Record approximate date(s) of occurrence and, whe
appropriate, number of occurrences.)
Part 2. Structured Interview
Thinking about school and church
1
.
Began junior high school (3 yrs.) Yes No (45)
2. Suspension from school (3 yrs.)
(earl ier)
Yes
Yes
No
No
(54)
3. Moved to a new school district (3 yrs.)
(earl ier)
Yes
Yes
No
No
(52)
4. Failure of grade in school (3 yrs.)
(earl ier)
Yes
Yes
No
No
(52)
5. For you, an outstanding
personal achievement
(3 yrs.)
(earl ier)
Yes
Yes
No
No
(45)
6. Not making an extracurricular
activity you wanted
(3 yrs.) Yes No (49)
7. Becoming a full-fledged
member of a church
(3 yrs.) Yes No (28)
Thinking about friends
8. Beginning to date (3 yrs.)
(earl ier)
Yes
Yes
No
"
No
(55)
9. Breaking up with a
special girlfriend
(3 yrs.) Yes No (47)
10. Death of a close friend (3 yrs.)
(earl ier)
Yes
Yes
No
No
(65)
11
.
Do you feel that you've
become especially more or
less popular with friends 7
With boys? With girls?
12. Fathered an unwed pregnancy
13. Had any serious illnesses
for which you had to be
hospital ized
14. Acquired a visible deformity
15. Discovered you are an
adopted child
16. Used drugs or alcohol
more frequently (Become
involved with drugs or
alcohol)
Thinking about your family
17. Parents divorced
18. Marriage of parent to
stepparent
19. Parents separated
20. Has either parent died?
21. Has a grandparent died?
22. Has another adult come to
1 ive with you? (e.g.
,
grandparent, aunt, uncle)
23. Brother or sister been
born?
24. Brother or sister become
seriously ill and required
hospitalization?
w yrs
.
;
(earl ier)
Yes
Yes
No
No
(68)
(3 yrs.)
(earl ier)
Yes
Yes
No
No
(71)
(3 yrs.)
(earl ier)
Yes
Yes
No
No
(59)
(3 yrs.)
(earl ier)
Yes
Yes
No
No
(83)
(3 yrs.)
(earl ier)
Yes
Yes
No
No
(70)
(3 yrs.)
(earl ier)
Yes
Yes
No
No
(70)
(3 yrs.)
(pari ipv*^
Yes
Yoc
I Ci
No
Mo
INO
(84)
(3 yrs.)
i pari i \
Yes
Ypc
No (63)
(3 vrs )
(earl ier)
Yps
Yes No
di\\i
'
)
(3 vrs )
(earl ier)
Yps
Yes
Mn
No
(3 yrs.) Yes No (35)
(3 yrs.) Yes No (34)
(3 yrs.) Yes No (50)
(3 yrs.) Yes No (44)
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. Has a parent become
seriously ill and required
hospital ization?
(3 yrs.)
(earl ier)
Yes
Yes
No
No
(54)
Brother or sister leaving
home. (3
yrs.) Yes No (33)
27. Has either of your parents
gone to jail for one year
or more?
(3 yrs.)
(earl ier)
Yes
Yes"
No
No
(76)
28 ror ju days or less? (3 yrs.) Yes No (50)
29. Has there been any increase
in the number of arguments
Detween you and your
parents?
(3 vrs ) Yp<;1 Ci INO (46)
30. Has the number of arguments
between you and your parents
(3 yrs.) Yes__ No (29)
gone down?
31. Has the number of arguments
between your parents
increased?
(3 yrs.) Yes No (48)
32. Has the number of arguments
between your parents
decreased
:
(3 yrs.) Yes No (29)
33. Mother beginning to work. (3 yrs.) Yes No (36)
34 nab eitner parent lost
his/her job?
(3 yrs.) Yes No (48)
35 nai iaLner b joD cnangeo so
that he has to be away
from home more?
(3 yrs.) Yes No (42)
36. Has your parents' financial
situation (status) changed?
(3 yrs.) Yes No (40)
37. Unwed pregnancy of sister. (3 yrs.)
(earl ier)
Yes
Yes
No
No
(60)
38. Have a visible congenital Yes No (70)
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Appendix I
Initial Instructions for the Attention Task
This is a game in which you must sort a deck of cards into
two piles as quickly as you can. Each pile goes in front of one
'
of these two card holders (E points to areas in front of card
holders). A card which will be put in the holder will tell you
which cards go in that pile. (E turns over the first card). Eyer^
card has a dot in the center, and a black line at the top. With this
first deck of cards, if the card has red nn it then put it over on
this side (E points and inserts red display card). If the card has
9reen on n > then Put ™ over on this side (E points to other side
and inserts green display card). Remember, speed is very important.
You don't have to make neat piles. Work as fast as you can without
making mistakes. If you do make a mistake and throw a card in the
wrong pile, don't go back and put it in the other pile. Push ahead
with the other cards.
Do you have any questions?
Let's try it with these red and green cards. (E puts the deck
of cards face down before S). Put your hands beside the cards and
when I say "Go", pick up all the cards (E_ demonstrates without cards),
turn them over and begin sorting them into the right piles as fast as
you can
.
OK? Ready? GO! (Watch which way S turns over the cards.)
Appendix J
Instructions Prior to Each Test Deck
on the Attention Task
Very good .... Here are some different cards. (E brings
out the next deck). This time, if there is a on
the_card (E names value), then it goes in this pile (E points
and inserts display card); and if there is a on tne
card (E names other value), then it goes in this pile (E points
and inserts display card).
Remember, work as fast as you can without making mistakes.
OK? Put your hands beside the cards. Ready? GO!
Appendix K
Letter Requesting Teacher's Cooperation
•S^/f/l^eKi/ C/C03
DEPARTMENT OF PSYCHOLOGY
June 10, 1975
Dear
I am a graduate student in psychology at the University of Massachusetts
currently conducting a study of teenage boys at junior High SchoolThe study, my dissertation research, investigates certain characteristics
of these teenagers: their participation in community organizations the
major life changes they have experienced, the degree to which they are
distractible, and twelve dimensions of their interpersonal styles The
project is being conducted with the informed consent of the Superintendent's
Office, Mr.
,
Mr.
, the teenagers themselves, and their
parents.
I need your help in describing the interpersonal style of these young-
sters. I have a small amount of money to pay for this help, one dollar for
each student you describe. To describe the students, would you please fill
out each of the enclosed forms; the student's name appears in the upper
right hand corner of each form. I hope you will find this an interesting
experience.
When deciding what best describes a student, compare him with other
students of a similar age and grade level. Place a check mark somewhere
between the two extremes for each of the twelve dimensions. For example,
an extremely sociable student would be described thus:
Sociable / x / / / / / Detached
When you have completed the forms, please return them to Mrs.
in the Guidance Office. Since there is little time left in the school
year, I would greatly appreciate it if you would do this as soon as
possible. Also, if you have any questions about the scale or about the
study, please feel free to contact me on Monday, Tuesday, Wednesday, or
Friday in the Guidance Office.
Thank you.
George F. Strutt
GFS/sws
enc.
Appendix L
Memorandum to School Official
Concerning Confidentiality
UNIVERSITY OF MASSACHUSETTS
AMHERST
MEMORANDUM
from ^.^.tLl1™}}. DATE 28 May, 1975
to
.
J
.
ames Cusick, Douglas Switzer, Robert Rounds
subject ^.^i0.^..0!.^"^!1^^3^.^ ^ Dissertation Research
At the request of Mr. James Cusick, Superintendent, Publ ic
Schools, I enclose the following description of measures to be taken to
safeguard data and maintain confidentiality in my dissertation research
proJect at Jun1 °r High School. The project's rationale and
procedures are described in the previously submitted proposal.
I. Personnel
The three persons directly involved in this project are myself, Mr. Gregory
Roeder and Ms. Susan Rogan. Mr. Roeder assists in selecting the students for
the study; Ms. Rogan and I conduct the interviews.
I am a fifth-year doctoral student in Clinical Psychology at the
University of Massachusetts in Amherst, Massachusetts. I have had extensive
research experience with human subjects and have worked with confidential
information in a wide variety of clinical settings, including the Psychological
Services Center, Amherst, Massachusetts; Kiley and Forest Park Junior High
Schools, Springfield, Massachusetts; the Veterans Administration Hospital,
Leeds, Massachusetts; and the Windham County Mental Health Center, Brattleboro,
Vermont.
Mr. Roeder and Ms. Rogan are undergraduate psychology majors at the
University of Massachusetts. Mr. Roeder has also had previous experience keeping
information confidential, in both clinical and research situations. This is
Ms. Rogan's first major research project. Her excellent academic record at
the University suggests that she is a highly competent, reliable person.
We understand that the information we learn is to be reported only by
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the procedure outlined below.
II. Procedure
A. Mr. Roeder will be the only person to search the school records for high
and low achievers. He will assign each student a number and prepare a
sheet matching these numbers to the students' names. This sheet will be kept
in the locked file in the Junior High School guidance office. I will have a
list of these numbers, and with each number the related grade, date of birth,
achievement test scores, parental occupations and numbers of children in the
families. From this list I will choose fifty students by number for the study.
I will give these numbers to Mr. Roeder and he will report to me the names of
the fifty students. I wlTT_ not know which students correspond to which
numbers
.
B. I will request permission for participation in the study and for the use of
the school records from both the students and their parents (see Appendix I).
I will match the numbers and the students' names— that is, match names to
school record data—only after the interviews with the students have all
been done.
C. During the interview, the names on the data sheets will be written in
pencil . Until the study is finished, the completed data sheets will be
kept in the locked file of the Junior High School guidance office. After
all the students have been interviewed, I will consult the list, translating
students' names to numbers. I will then erase the names on the data sheets
and replace them with the students' assigned numbers.
D. The same procedure described in part C will be used in identifying
students on the rating forms filled out by teachers. Procedures C and
D will insure that information with students' names attached is not taken
from the school .
1 50
E. A written report of this project's results »ni kiujeui. 5 will be submitted both
t0
^ Juni0r Hi 9 h Sch°°' ™* to the Superintendent's
Office. A longer report of this project will be submitted as my
doctoral dissertation in Psychology at the University of Massachusetts'.*
F. The University of Massachusetts committee that will provide procedural
advice and evaluate this research project comprises Drs. Norman F. Watt
and Daniel R. Anderson, Co-Chairmen, Department of Psychology; Dr. Alvin
E. Winder, Department of Health Sciences and Department of Psychology,
and Dr. Harvey B. Scribner, School of Education. Regardless of their
assistance, I take full responsibility for maintaining the confidentiality
of the data for this study.
I believe that these procedures will maximize the security and anonymity
of the information we obtain. Please contact me if further discussion of this
matter would be helpful.
George F. Strutt
* No student's names will appear in any written report of this study.
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Appendix M
Mean Teachers' Interpersonal Style
Rating for Each High Achiever
2i 55 "GS §^ || Jl[ S£ fes &5 *-3 3d- 3s£
Name =5 S t3 IS S
-S i? Si §1 1£ §f §£ §£|
714
7114
7122
7129
7130
7134
7137
7141
7143
7148
7152
7153
7156
7157
7159
7164
812
816
9113
9114
9119
9121
9124
9125
2.0 1.7 2 0 4 nt . u 9 7 A 94 . o A n A4.3 1 .7 5.0 4 .0 3.7
2.7 1 .7 2 fl 9 nO . u c
. U C.I 1 .7 3.3 2.0 3.3 3 .7 1.7
4.0 3.0 1 3 9 3 9 n 3.7 3.3 4.0 4.0 4 .7 3.3
2.7 2.0 2 o 9 n 9 9 9 O£ . O 2.7 2.3 3.0 3.0 2 .3 2.0
2.0 2 3 ? n6. . u 1 7I • / 9 nc . U 1 . / 1 .7 2.3 2.3 1 .7 2 .0 2.0
3.0 3 3
•J . o 9 n "3 9 O.U 3.3 3.0 3.0 2.7 2 .3 3.0
5.0 4 0 9 7 o . u /l o4 . o 3.7 4.0 4.7 5.0 5 .0 4.3
5.0 5 3 3 n 9 7 a n4 . u 9 n £ .0 3.0 4.3 2.3 3 .3 2.7
2.7 2 3 2 3 9 n 9 7 9 9 j. j A O4.3 2.3 5.3 4 .3 3.3
A n4 . U b . / 3.3 3.7 3.0 2.7 2.7 2.7 3.0 2.0 3 .0 2.5
4.0 2.7 3.3 3.7 3.7 4.3 2.7 4.7 2.3 4.7 3 .0 2.5
3.3 3.7 3.0 3.0 2.7 3.3 2.7 3.3 3.7 3.7 3 .3 2.7
2.3 4.3 2.7 3.7 3.3 3.0 2.7 3.3 2.3 2.3 3 .3 2.5
2.3 4.7 1.3 2.0 2.0 2.0 2.0 1.7 2.0 1.7 2 .0 1.5
5.0 5.0 3.0 3.5 3.0 1.5 1.0 1.5 4.5 1 .5 3 .5 2.0
2.7 3.0 2.7 2.7 2.7 1.3 2.0 2.3 3.0 2.3 2 .3 2.3
3.7 5.7 3.7 3.7 4.0 1.3 1.7 2.0 3.0 2.0 4 .3 2.0
2.7 5.0 3.7 2.3 2.3 1.0 1.7 1.7 3.0 1.3 2 .0 1 .0
1.7 5.3 2.3 2.7 1.7 1.3 2.0 2.3 2.3 1.7 3 .3 1 .0
4.3 4.0 2.7 3.7 3.3 2.5 2.7 2.3 4.0 2.7 5 .3 3.7
4.0 3.7 2.3 3.3 3.0 2.0 2.3 2.3 2.3 2.7 4 .3 3.7
2.7 4.0 1.7 2.3 2.3 2.3 2.3 2.3 2.3 2.3 2 7 3.3
4.7 2.0 3.0 3.0 3.7 3.3 3.0 3.3 4.3 4.0 5 0 4.7
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Appendix N
Mean Teachers' Interpersonal Style
Rating for Each Low Achiever
>
-a E
-a c V- ?> oj
S§ cu-o £a l„ "5 *4-> •r—C o -o
rt3 > i—
•
(T3 S- o
o 1 JZ
u CL +J
-c
u s- +->
=3 • i
—
C 3Nan* 5 I Sl n I? kill Slli 5.1 It §tgU d) 'I-
701 3.3 1 -71 .
7
1 .7 3.0 3.3 3.7 3.3 4.3 2.3 4.0 2.7 3.7
ion
1 ci £.0 2.0 A "72.7 A ~
7
4.7 2.0 4.3 3.0 4.7 1.3 3.7 5.0 3.0
/£ 1
0
4.0 3.0 O a2.0 2.3 3.3 3.0 2.7 3.7 3.3 4.0 3.0 3.0
/<: 1 3 3.3 2.7 A
"7
2.7 2.3 3.0 2.0 3.0 3.7 3.0 2.3 2.0 2.7
3.3 3.7 1 a1 .
3
A T2.7 3.3 2.7 2.7 3.3 3.0 3.3 3.3 2.0
Q01 7OC 1 / 3.0 1 .7 T A1 .3 2.0 3.3 3.7 3.3 4.0 2.0 4.3 2.7 2.3
A 74 .
7
0.0 4.0 A. "73.7 A *73.7 a a2.3 3.3 3.0 3.0 2.3 2.3 3.0
Q000OCCL 4 .
3
o o2.3 a a4.0 "5 "73.7 5.0 5.3 4.5 4.3 4.3 5.0 5.0 3.7
ooor 3.7 o o£ . 3 O 72.7 A A3.3 A O4 .
3
A ~74.7 4.0 A T4.7 A /"\4.0 3.7 5.0 3.0
no OC O 73.7 O 73.7 7
"7
1 .
7
A "73.7 o a3.0 3.0 a a3.3 a a4.0 3.7 3.3 3.3 3.0
2.0 1 A1 .0 1 A1 . 2.0 2.3 A a4.0 A A2.0 A A4.3 1 .7 a
~?
4.7 3.0 3.3
8250 4.3 2.3 2.7 2.3 2.7 3.3 2.7 2.0 3.7 3.3 2.7 4.0
928 4.0 2.0 2.3 3.0 3.3 4.3 2.7 4.3 2.0 4.3 4.0 3.3
9212 4.0 2.0 1.7 3.0 3.7 4.7 2.3 4.7 2.3 5.0 4.7 5.3
9230 5.3 1 .0 4.0 4.3 5.3 5.3 2.7 6.0 1.7 6.0 3.0 2.7
9231 5.3 5.3 4.7 5.0 4.0 4.0 3.3 4.7 2.3 4.7 6.0 3.7
9233 4.7 5.0 4.0 2.3 3.0 2.7 2.3 2.0 2.7 1 .7 3.7 4.0
9234 5.3 3.3 5.0 2.7 2.7 3.7 2.7 1 .7 4.0 3.7 3.0 3.7
9240 4.7 3.0 3.0 3.0 4.3 4.7 3.3 3.7 3.0 4.7 5.3 4.7
9246 4.7 1.3 2.0 3.7 4.7 5.3 3.7 4.3 3.7 5.0 5.3 5.0
9147 2.7 1.7 1.7 2.3 2.3 4.3 3.7 3.0 1.3 5.0 2.3 3.0
9150 3.7 3.0 4.0 3.7 4.0 2.7 2.3 2.7 1 .7 2.7 4.0 3.7
9251 3.7 4.0 3.3 3.0 3.3 2.6 3.6 4.0 3.0 3.6 4.3 3.0
9260 1.7 1 .0 1.3 4.3 4.3 5.3 2.7 5.0 1.3 5.3 3.0 4.3
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Appendix 0
Life Change Summary Statistics
for Each High Achiever
Name
Withjin 3 years
llu va i ue
Prior-| to 3 years
Number LCU Valup
All events reported
Numbed I rn Vain*
714 1 1 ouy 1 52 12
7114 12 0 / O 10 625 22 1203
7122 <;U COO 0 0 6 236
7129 «(J /I o c 1 60 9 485
7130 14 OOO 0 0 14 688
7134 lfi 77^110 2 138 18 913
7137 Qo 2 114 10 440
7141 7
1 70 8 366
7143 7/ 3 173 10 516
7148 o 3 173 11 533
7152 Q
-7 /lag 4 278 13 724
7153 1? D 1 D 1 59 13 675
7156 Qo 0/0 0 0 8 378
7157 K COO 0 0 5 255
71 59 1 "3i o DUo 1 52 14 660
1 1 b4 8 370 1 52 9 422
812 5 263 1 59 6 322
816 6 280 3 188 9 468
9113 6 269 3 192 9 461
9114 10 490 2 147 12 637
9119 8 416 3 179 11 595
9121 10 500 1 52 11 552
9124 4 197 1 52 5 249
9125 4 166 1 83 5 249
1 . Number of events reported
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Appendix P
Life Change Summary Statistics
for Each Low Achiever
Name
Within
Number 1
3 years
LCU Value
P v*i n r
1 1 LIU IU C. I
lu j years
1 Til \/al nollu va i ue
All events reported
Number 1 LCU Value
721 3 103 0 0 3 103
723 n 573 2 114 13 687
7210 9 432 2 114 11 546
721
3
11 509 3 173 14 682
824 13 722 5 293 18 1015
821
7
7 309 4 273 11 582
8220 6 303 2 113 8 416
8222 16 835 1 52 17 887
8225 11 537 3 165 14 702
8235 7 340 2 106 9 446
8248 7 310 5 303 12 613
8250 6 282 9 556 15 838
928 3 150 7 446 10 596
9212 9 448 4 246 13 694
9230 19 973 5 279 24 1252
9231 12 633 0 0 12 633
9233 7 352 2 157 9 509
9234 7 289 0 0 7 289
9240 11 514 4 253 15 767
9246 8 378 3 204 11 582
9247 14 681 2 115 16 796
9250 8 422 0 0 8 422
9251 6 289 1 59 7 348
9260 9 444 0 0 9 444
1
.
Number of events reported.
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Appendix Q
Unusual and Unscorable Life Events
l
-
Events with unusual features : High Achievers (n=5)
1. Subject 714. Father was injured and hospitalized,
then in a body cast for one year. Score = 54
serious illness and hospitlaization.
2. Subject 7134. Step-brother was killed in an
automobile accident. Score = 65, death of a friend.
3. Subject 7134. Four year old sister was "taken by
force" out of state by a relative. Score = 33,
sibling leaving home.
4. Subject 7143. Brother was shot in a fight and
hospitalized. Score = 54, serious illness and
hospital ization.
5. Subject 812. Parents divorced and re-married one
another within six months. Scores = 84 for
divorce, 63 for marriage.
II. Events with unusual features : Low Achievers (n=2)
1. Subject 824. Mother has been sick "for a long time"
with cancer. One hospitalization. Score = 54,
serious illness and hospitalization.
2. Subject 8250. Mother has "chronic ulcers". Her son
considers her "disabled". One hospitalization.
Score = 54, serious illness and hospitalization.
III. Unscorable events : High Achievers (n=10)
1. Subject 7114. This student had serious behavior problems
two years ago. He saw a psychiatrist for a few months
and the problems decreased.
2. Subject 7130. At one time this child was thought
to have leukemia.
3. Subject 7141. This boy is deaf in one ear and does not
wear a hearing aid.
4. Subject 7143. Within the past three years this bov',two o er brothers have been so frequent^ 'i o blewith the school and police that he feels it is his
responsibility to achieve highly as a way to "livedown the reputation" of his brothers. Their father
h^oVreqU5n^ and recentl y. ^ a fit of anger,broke his wife's jaw.
5. Subject 7152. This boy emphasized getting his firstjob, a paper route, as an important life change.
6. Subject 7157. Mother has a "disease of the blood"
tor which she has not been hospitalized.
7. Subject 7159. A relative committed suicide while
in prison.
8. Subject 812. This boy emphasized getting his own
room as an important life change.
9. Subject 9119. This boy also emphasized the importance
of getting his own room.
10 Subject 9121. This boy's oldest brother recently
separated from his wife. The boy is close with both
of them.
Unscorable events : Low Achievers (n=5)
1. Subject 721. This boy took a trip "out West" last
summer. He says, "It changed my life".
2. Subject 824. Has a sibling who was recently divorced.
3. Subject 8217. Has a sibling who was recently divorced
4. Subject 8250. Has a sibling who was recently divorced
5. Subject 9260. Two close friends of this boy have been
hospitalized within the past year, one for a suicide
attempt.
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Appendix R
Life Changes Reflecting
Marginal Home Background
Life Change
Death of a parent
Divorce of parents
Marital separation of parents
Jail sentence of parent for 1 yr. or more
Fathering an unwed pregnancy
Becoming involved with drugs or alcohol
Marriage of parent to stepparent
Pregnancy in unwed teenage sister
Move to new school district
Jail sentence of parent for 30 days or less
Parent's loss of job
Increase in number of arguments between parents
Increase in number of arguments with parents
Change in father's occupation requiring his increased
absence from home
Change in parents' financial status
Mother's beginning to work
Addition of third adult to family (e.g., grandparent, etc
Decrease in number of arguments between parents
Decrease in number of arguments with parents
Life
Change
Units
94
84
77
76
71
70
63
60
52
50
48
48
46
42
40
36
34
29
29


